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ABSTRACT OF DISSERTATION
LEVELS OF FEEDBACK IN PREPARATION FOR A STUDENT-LED
CONFERENCING EVENT: A CASE STUDY OF ELEMENTARY STUDENTS'
EXPERIENCES
According to the literature on student achievement, the classroom teacher and
effective feedback are two of the most influential factors that affect students’
performance (Hattie and Timperley, 2007). Teacher feedback is an effective and efficient
instructional strategy that can bridge the gap between a student’s actual level of
understanding and the level required to become independently successful. There are
multiple types and levels of feedback that teachers may employ to support students’
work. It is important that a teacher utilizes various levels of feedback, particularly levels
that pertain to the task (FT), the process (FP), and student regulation (FR) skills to further
student academic progress. The teacher and student interact in a two-way dialogue loop
that furthers the student toward writing proficiency. According to Hattie and Timperley
(2007) the most effective feedback occurs when students simultaneously receive
information e students to use internal assists (FR) and end the loop with another (FT)
comment.
This instrumental case study focused on how a group of military-connected 2nd
grade students negotiated the various kinds of feedback that were provided to them as
part of the Student-Led Conferencing activities in their second-grade writing classes.
Among the case research questions, I examined were: What types of feedback are used
and for what instructional purposes? How do students respond to and /or use this
feedback? What are the implications for Student-Led Conferencing for both the student
participants and their teachers who use feedback to guide them in preparing for SLCs? In
addition to the second-grade writing teacher, the participants in the study consisted of
five military-connected students from a rural area in a southeastern state located adjacent
to a large military installation.
The results of this study demonstrate the importance of a teacher’s awareness of
the different levels of feedback (FT, FP, FR, FS) and when to use each type strategically
to support a student's ability to write independently at a proficient level. Findings
showed multiple examples of the teacher’s use of the various levels of feedback over
different writing content lessons and in various types of interactions with students that
improved their SLC products. The case analysis also identified several processes that
describe how these young students negotiate feedback. These processes involved
collaborating, consulting and conferring within conversations with the teacher and other
students.
The implications for the findings from this study inform specific teacher
knowledge on the use and effects of feedback on student progress in the Student-Led

conferencing context. The results may also be used to provide direction for districts to
provide professional development to instruct teachers how to effectively use the four
levels of teacher feedback. Strategically deployed feedback fostered student progress and
prepared students to share their achievement during a Student-Led Conference.
KEYWORDS: Feedback, Levels of Feedback, Student-Led Conferencing
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Chapter 1
The purpose of this instrumental case study (Stake, 1995) was to examine how
elementary level military-connected students responded academically to various levels of
feedback that the case teacher provided to them in the preparation phases that lead up to a
Student-Led Conferencing event. Students’ writing products, student and teacher
interviews and observations were used to understand the use of feedback in this context
in several ways. First, I examined how the case writing specialist teacher used feedback
and students’ varying responses to different types and levels of feedback. Second, I
explored ways the case findings may inform professional development for teachers
regarding the use of feedback to prepare students for Student-Led Conferencing. Third, I
anticipated that the case might provide valuable insights for working with militaryconnected students engaging in Student-Led Conferencing. On this last point, as it turned
out, the data did not provide as robust an understanding of how feedback may or may not
address some of the issues reported in the literature, as I had hoped, even though the
children in this case were, in fact, all children of military families. Nonetheless the case
site is one that has a high military population and thus information related to military
connectedness provides important contextual information for the study.
Problem Statement: Introduction
Robert E. Elementary (REE/pseudonym), the case site, is a K-6 public school
located in a southeastern state school district that is adjacent to one of the largest military
installations in that region. The percentage of military-connected families at REE is 11%.
Military-connected families and students are characterized as ‘high mobility’ in that they
move frequently during students’ school years, particularly in the elementary grade years.
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This high mobility lifestyle affects military-connected students differently. Some become
resilient and their experiences are valuable ‘funds of knowledge” (Moll, Amanti, Nneff,
and Gonzalez, 1992) while others struggle academically and socially. In an effort to meet
the needs of these highly mobile students, the school instituted Student-Led Conferencing
(Bailey and Guskey, 2001) in 2013 as an instructional /assessment approach. StudentLed Conferencing (described more fully below) is characterized by a novel approach that
allows the student to take the lead in reporting their academic progress/goals to their
parents/guardians. At REE Student-Conferencing events occur twice annually during the
year at Family Academic Nights which occur monthly at the school and offer a range of
academic programs for REE families.
Unlike a traditional teacher/parent conference, the SLC allows the student to lead
the conversation and basically convey academic progress. Bailey and Guskey (2001) state
the benefit of this practice is that SLC requires students to take most of the responsibility
for reporting what they have learned. The teacher has a key role in participating in the
preparation phase of an SLC. However, when the event occurs, the teacher refers to the
student to lead the presentation but is available to talk with the parent or guardian after
the SLC has occurred. Students lead an academically focused conversation that details
their strengths and their areas for growth. Students verbalize the standards, concepts, and
skills that they are currently working on and explain the skills needed to achieve mastery.
Of course, the teachers at REE work with their students in various academic subjects as a
matter of meeting the various grade-level standards-based curriculum requirements. REE
has focused on the key role of feedback for students’ learning. What had not been
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examined is how feedback was actually employed in a classroom to improve students’
academic work and develop the communication skills they would need to lead an SLC.
This instrumental case study focused on how five 2nd grade students negotiated
the various kinds of feedback that their teacher employed to prepare them for a StudentLed Conferencing event in their second-grade writing classes. Among the case research
questions, I examined were: What types of feedback are used and for what instructional
purposes? How do students respond to and /or use this feedback? What are the
implications for Student-Led Conferencing for both the student participants and their
teachers who use feedback to guide them in preparing for SLCs?
Student-Led Conferencing
The goal of Student-Led Conferencing (SLC) is to communicate student learning,
usually in the context of a parent academic night at a school. The SLC is an innovative
conferencing method. The student communicates goals, highlights work samples, and
explains learning strategies to the parent. Ideally, the two-way, student/parent
conversation can relay information to the parent in a more meaningful way. For example,
remarks the teacher typically makes at a more traditional conference such as whether or
not a student’s work is at pass or fail level or; is satisfactory or unsatisfactory often does
not convey a rich picture of a student’s work. A goal of the SLC is that the parent leaves
the experience with a deeper understanding of their child’s classroom environment, daily
tasks, and year-end expectations. Hopefully, the parent can become aware of the steps
involved in achieving mastery and the real work their child is involved in daily. This
process is designed so that the student is an active learner and understands that effort,
determination, and commitment are important to their academic success. Students who
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have this academic awareness can use the information to motivate and monitor their
school achievements. Ideally, they can set and reset goals, push harder and stretch their
learning to levels beyond their initial expectations. As Bailey and Guskey (2001, p. 3)
note:
Observations of students in classrooms confirm that when students enjoy what
they are doing, when they feel a sense of ownership and pride in their work, and
when they are doing work “that matters,” they will produce higher quality work.
Student-Led Conferencing at Robert E. Elementary
Robert E. Elementary, like many schools across the nation, held parent
conferences regularly when report cards went home. During these conferences, grades
rather than progress towards a specific goal became the topic discussed. Terms of success
had more to do with compliance and less to do with the mastery of skills. Although
parents seemed satisfied with this type of conversation as a routine and familiar practice.
Based on former experience as a principal at an elementary school in another state, the
school administrator (this researcher) was concerned that it did not convey the details of
what their child was learning in school or how they, as parents, could foster and nurture
their child's learning. In particular, with a high mobility military-connected population
that the school serves, it seemed that responsibility for knowing students’ progress and
level of mastery would fall more directly to these family members. Another missing piece
of the conversation was the student's voice and his/her understanding of their job as a
learner. Teachers assigning a letter grade to completed student work did not necessarily
mean that the student was an active participant in the learning process. Ownership of
learning is a key component of mastery learning and SLC. For REE students, using the
SLC structure, ownership of learning comes in the form of setting goals and following an
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action plan. The goals are set before an assessment and reviewed afterward to determine
growth and success. Feedback is provided along the way to shape action plans with
timelines and specify tasks necessary to reach mastery. The purpose, then, is that StudentLed Conferencing shifts the conversation from teacher talk to a focused, personal account
of progress in the student’s words. Celebrations occur and create continued excitement
about learning. In the spring of 2014, REE held their first ever Student-Led Conferences
with many military families in attendance. Preparation began early in the fall of 2013.
Weekly Professional Learning Community (PLC) meetings between teachers and REE
leadership focused on providing efficient feedback, creating universal baseline
assessments, managing portfolios and how to structure the brief but crucial studentcentered conversations to plan student academic goals. Specific PLC meetings
concentrated on defining each level of feedback (FT, FP, FR, FS) and how to determine
the differences so that each could be identified in practice and tracked for effectiveness.
In addition, the teachers were provided with training videos and articles detailing Hattie
and Timperly’s Feedback Model so that teachers could internalize and integrate the levels
of feedback into their class lessons. Teachers agreed to video their lessons and chart on a
reflection form the levels of feedback delivered during instruction, the frequency of each
level, and the context of the feedback (whole group, small guided instruction, or
individual coaching). Follow up PLC conversations between individual teachers critiqued
the reflection form to analyze and process data gathered during the videotaping and
discuss next steps of lesson implementation. This review incorporates increased
frequency of FT that led to FP and FR in order to increase student confidence and effort,
which would result in boosted student attempts involving complex tasks. The teacher in
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this proposed case study teacher actively participated in the PLC weekly meetings and
admittedly expressed value for gaining the awareness of various levels of feedback in
order to increase student self-regulation and improve student work products.
In addition to feedback training in PLCs, teachers used universal screenings to set
baselines for learning and basic academic goal setting. At REE the ‘universal screeners’
used were Reading Inventory, Math Inventory, and Foundational Reading Assessment
published by Houghton Mifflin Harcourt 2016. The results of the assessment pinpointed
the proficient skills and the skills needing further attention. After a skill level was
determined (mastery, proficient, developing, novice), the teacher provided direct and
specific feedback to the student. Together the teacher and student created a log that
notated the needed skill, the practice strategies that would be used to improve the skill,
and the timeline for making the skill improvements within particular content areas of
need.
Included in SLC prep lesson plans were the steps of how to create a goal and why
setting a goal is an important part in achieving high levels of success. Graphic organizers,
videos, and personal life stories served as resources to teach the concept of setting a goal.
A sample document from the PLC work is in Appendix A. Students routinely circled
back to their work progress toward meeting the set goal for themselves. The purpose of
each assessment was to provide another opportunity for students to reflect on their
progress, mark improvements, and make necessary adjustments. Teachers at REE
commented informally that many students found themselves celebrating their
achievement and naturally creating next step goals to continue their upward trend.
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Eventually, this cycle of learning and practice, setting goals and tracking progress
became more natural and embedded in the everyday classroom routines.
Parents were surveyed after 3 iterations of SLCs at REE over a time frame of a
year and half of initial implementation. As parents are the primary audience for SLCs,
their feedback was crucial to the developing and refining the semi-annual SLC at REE.
The surveys revealed that parents had a lack of understanding about the purpose of a SLC
conference and how it differs from a traditional parent-teacher conference.
In order to better understand the parent perspective, in 2017 a parent focus group
was initiated. As a result of the focus group REE leadership discerned the need to
communicate with families about the purpose and structure of the SLC event. The
mobility of military families contributed to the purpose and structure of the SLC being
unclear. Military households experience the absence of a parent due to deployment and
this requires additional communication methods to keep families informed. REE began to
use Facebook to share announcements with parents and contracted a videographer to film
an informative video for parents to ensure that parents had the necessary information
about what an SLC involves. This video showed how SLC is different from a traditional
parent-teacher conference, and what they could expect to see and hear from their child
during the conference. The informational video approach resulted in improved parent
understanding of the SLC process. This more accurate understanding was evidenced by
informal parent comments such as, “Now, I know what my child is expected to know in
5th grade” and “I know what it means when my child talks about goal setting.”
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Feedback and Goal Setting in the Context of SLC
Teacher feedback is vital to student achievement and an integral part of the SLC
process. Hattie (1999) defines effective feedback as feedback that provides the student
with information on how and why they understand or misunderstand information and
what they need to do to improve their understanding. Feedback in this study will be
documented as the verbal and written communications provided by a teacher to students
during or after a task. Cornelius-White (2007) states,
it requires much skill for teachers to demonstrate to all their students that they can
see the students’ “perspective, communicate it back to them so that they have
valuable feedback to self-assess, feel safe, and learn to understand others and the
content with the same interest and concern” (p. 23).
Feedback is the foundation of goal setting during the SLC. Once a student’s task
level has been identified, the teacher provides feedback that supports the development of
the individual’s goals. Direct and intentional feedback between the teacher and student
offers a way for deeper understanding to occur. Siewert (2011) asserts
teacher feedback has many functions in the classroom that include explaining
student misconceptions, modeling correct responses, and motivating student
drive…feedback conveys to students that the teacher values their hard work and
that the task is not merely an endless stream of busy work (p. 27).
This teacher/student collaboration was designed to promote an ongoing,
established talk within the learning environment. As students develop their action plan (a
roadmap towards achieving the goal), the teacher provides feedback to ensure the
students are taking a productive, timely approach. “Feedback can take several forms
such as written, verbal, corrective, immediate or delayed. Feedback allows the student to
set reasonable goals, track and adjust their progress” (Locke and Latham, 1990, p. 23).
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Regardless of the form, according to Hattie (2012), feedback should answer one of three
questions:
●

‘Where am I going?’

● ‘How am I going there?’
● ‘Where is next?’
‘Where am I going’ relates to goals. It is necessary to attach intention and success
criterion to learning so the student understands the level of performance that is required.
‘How am I going there?’ can be answered as the learner immediately reacts to feedback
and adjusts their thinking and practice. This change pushes the learner in a forward
direction closer to an end point where the third question ‘Where is next?’ can be
answered. Siewert (2011) states that the function of feedback is to nurture academic
advancement and address or explain student misconceptions on key elements of the
subject content. The teacher can model correct responses through verbal cues, provide
written notes and demonstrate corrective procedures that let the student know his/her
work is valued. Throughout the entire process, teacher clarity, insightful discussions and
questions, and purposeful learning tasks are the strategies that encourage growth and,
ultimately, the development of self-regulation skills and student ownership of learning.
The teacher is learning what constitutes best methods, while the student, in turn, is
learning to own his/her growth through persistence and self-regulation skills. Zimmerman
(2002) defines self-regulation as the self-directive process by which learners transform
their mental abilities into academic skills. It involves setting goals, selecting strategies to
attain those goals, monitoring progress, restructuring if the goals are not being met, using
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time efficiently, self-evaluating the methods selected, and adapting future methods based
on what was learned.
Research Questions:
The following questions will guide this holistic case study (Stake, 1995) research.
1. How do students negotiate, and respond to and use various levels of feedback?
a.
b.

What types of feedback are used and why?
Do students indicate they prefer particular kinds of feedback?

2. How or why will the teacher make decisions about the kinds of feedback and what
are the teacher’s observations about the feedback and students’ reactions to it?
3. How do the study findings inform the conduct of SLC at this elementary school
with a high military-connected/high mobility student population?
Significance of the Study
Accountability is a word that often leads to a conversation regarding what is
necessary to create high quality schools in the U.S. It does not matter to whom the
accountability conversation is directed. Whether the accountability discussion occurs
with the teacher, the student, or the parent, the high stakes tied to education creates a
deeper conversation about how schools and classrooms are structured, the learning
processes and strategies teachers and students utilize, and the wide range of curriculum
choices that are made. Educational professionals are constantly evaluating practices and
making adjustments to optimize the learning environment. If teaching professionals are
providing the ideal circumstances for learning to take place, then, the variable of
sustained and optimal learning lies in the student’s ability to receive, integrate, and
maintain new knowledge. The student’s frame of mind is a critical element to retaining
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information and applying knowledge. The question of what makes a one student thrive
while another struggles in a similar setting continues to intrigue educators and researchers
alike. Few would disagree that today’s world has become increasingly complicated by
technology that is growing at an exponential rate with the demands of 21st century skills
and job expectations, the fluctuating economy and the state of domestic and foreign
affairs.
In addition to this complicated existence, one population that has experienced
ongoing life shifts since 9/11 is the military community. Clever and Segal (2013) reports
that since 2001, more than 2 million American children have had a parent deployed at
least once. The Grisolano Center for Neurodevelopment (2019) affirms that more than
900,000 children have experienced the deployment of one, or both parents, multiple
times. These are staggering numbers of students that face adversity in the American
school system. Military parents send their child to school hoping their child is ready to
learn, however, they are aware that military life comes with burdens that civilian children
do not endure. Dicker (2014) claimed that military families relocate 10 times more often
than civilian families, on average, every 2 to 3 years. This continual struggle to adjust to
new academic and emotional surroundings can have a significant impact on learning. The
2005 Survey Report: Adjustment of Army Children to Deployment Separations as
reported in Orthner, Rose and Roderick (2005) disclosed that 37% of children with a
deployed parent reported that they seriously worry about what could happen to their
deployed caregiver.
In 2014, the Tragedy Assistance Program for Survivors (TAPS) revealed a
bereavement experts report that for each active duty military loss of life, an average of 10
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people are significantly impacted. In the Iraq and Afghanistan wars, an estimated 68,360
family members have been significantly impacted.
An effective teacher who employs feedback to enhance self-regulation may be an
asset to a military student. Hattie (2012) asserts that
the teacher’s presence and importance in a classroom and cannot be denied;
however, this presence is most effective when teachers discern whether learning is
or is not occurring, and they intervene in calculated and meaningful ways to alter
the direction of learning to attain various shared, specific, and challenging goals
(p. 18).
One solution to the dilemma posed by the highly mobile military student is for
teachers to adjust instructional methods to include providing effective feedback to
enhance effect size on learning and decrease risk through self-regulation skills.
The questions this case study investigated were needed to better understand how,
or if, the various types of feedback noted in the literature were needed for these young
students to improve their writing skills and prepare to talk about their writing and
learning in a SLC.
Glossary of Key Terms
The following words are defined for the purposes of this research study.
Feedback levels: Feedback level, as described by Hattie and Timperley (2007),
refers to information at a particular level of a student’s performance or disposition. The
level influences the effectiveness of the feedback. Hattie and Timperley (2007) identified
four levels of feedback:
● Feedback about the task is (FT) feedback that informs the student if their answer
was correct or incorrect or feedback that provides directions.
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● Feedback about the process (FP) is the level at which the student receives
feedback about the strategies he/she used to accomplish the task or feedback
about strategies that could be used to accomplish or to extend the task.
● Feedback about self-regulation (FR) is feedback that points to the students’ selfregulation, or abilities, or self-confidence.
● Feedback about the self (FS) is personal feedback about the student personally.
Feedback Loop: A complete cycle of output information, the feedback response,
information about the response and reaction that results from this information
(Easton, 1966).
Influences: Hattie (2012) refers to influences as factors that have an impact on
learning.
Self-Regulation: Zimmerman (2002) defines self-regulation as the self-directive
process by which learners transform their mental abilities into academic skills. It
involves setting goals, selecting strategies to attain those goals, monitoring progress,
restructuring if the goals are not being met, using time efficiently, self-evaluating the
methods selected, and adapting future methods based on what was learned.
Scaffold: Tharp and Gallimore (1988) define scaffold as providing tips, dialogue,
cues, and other strategies to guide students as they adjust learning strategies and
processes needed for independent problem solving.
Zone of Proximal Development (ZPD): Vygotsky (1978) refers to this process as
the distance between what a child can accomplish while independent problem solving
and the level of problem solving that can be accomplished with the guidance of an
adult or in collaboration with a more expert peer.
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In Chapter 2 that follows, I articulate the conceptual framework and relevant
literature that frame this study.
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Chapter 2
LITERATURE REVIEW
Conceptual Framework
Descriptive feedback is the single most powerful thing we can use to impact student
learning. – John Hattie
Theoretical Perspectives that Frame the Study
Constructivism
Constructivists subscribe to the idea that learners create meaning from their own
experiences. The conceptual framework for this study is informed by the theoretical
principles developed by Vygotsky as sociocultural constructivism. His sociocultural
theory focuses on cognitive development as a socially mediated process of learning in
which adults provide support for children as they experience new concepts (Dodiei,
Draper, and Peterson, 2003). The student is described as a social being who
communicates and learns through interactions with peers and adults, and within this
reciprocal social environment the child experiences competency (Farquhar and White,
2004). According to Vygotsky, there is an important relationship between the cultural and
social effects on learning, thus, the role of the teacher is vital to how students attain
knowledge in the classroom. Vygotsky (1978) stated learning is first interpersonal
through interactions with others, and as concepts are internalized, learning then becomes
intrapersonal. When learning becomes internalized, it is not just reproduced but the
outcome of how an individual processes what was learned is that he/she integrates that
information and transforms their thinking into application based on individual social,
cultural and historical contexts (Winsler and Carlton, 2003). This process, guided by the
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teacher, is often applied in practice through lesson planning and implementation.
Effective lessons not only involve communicating information and understandings but
also involves providing the appropriate level of feedback so students can internalize the
understandings and evaluate their next step actions accordingly (Hattie and Timperley,
2007). In a constructivist classroom, the role of the teacher is to act as a facilitator who
provides information and organizes activities for learners to discover their own learning.
Marlowe and Page (1998, 2005) defined learning in the constructivist classroom as the
cycle of questioning, interpreting, and analyzing information. Information and thinking
are combined to develop, build, and alter meaning and understanding of concepts. New
understandings are integrated with past experiences. Students can demonstrate their
learning and understanding through different means such as developing critical questions
and summarizing ideas in their own words.
Zone of proximal development (ZPD)
Effective instructional practices include teachers providing a temporary support to
close the gap between students’ actual level of understanding and the level required to
independently problem solve. Vygotsky (1978) refers to this instructional space as the
zone of proximal development (ZPD). Within the ZPD, students experience new concepts
with help from adults or more competent peers. According to Bodrova (1997), “The
lower level of the ZPD is defined by the child’s independent performance and its upper
level is defined by the most a child can do with assistance” (p. 20). Keeping the student
in the ZPD involves the balance between challenge and frustration. In order to keep the
student in the ZPD, the teacher needs to maintain a balance between challenge and
frustration. The student is deemed to be within the ZPD as long as improvement in level
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of knowledge is possible with adult support (Bowman, Donovan, and Burns, 2000). The
teacher is charged with determining where students are within the zone in order to extend
their thinking to the point where students become independent learners. Most
importantly, teachers continuously monitor student learning to keep students within their
ZPD (Cortazzi and Hall, 1998).
Scaffolded instruction
Vygotsky’s theory (1978) asserts students’ level of learning can be increased by
providing the necessary support referred to as scaffolding to complete a task at a level
higher than their current skill level. Varying student levels of participation towards
accomplishing a set task or goal is a part of modifying the scaffolding process
(Greenfield, 1984).
Instructional scaffolding is key to effective teaching because of its capacity to
provide students with different subskills to become independently successful (Clark and
Graves, 2005). “Children need explicit scaffolding, constructed within expertly delivered
instructional conversations that address the language, knowledge, and strategies required
for problem solving” (Gibson, 2008, p. 324). Much like a physical scaffold, support is
provided then removed as the building process moves forward and the supports are not
needed. Instructional scaffolding happens when teachers briefly provide added guidance
on a task to help the student progress to higher levels of thinking often through dialogue
and feedback. But if given too much guidance, scaffolding can impede the students’
enthusiasm and motivation (Love, Burns, and Buell, 2007). It is important for teachers to
be aware of the focus of effective feedback and how to give appropriate feedback that
will encourage rather than discourage student’s independence and motivation.
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Vygotsky (1978) believed that the process of teaching cannot be separated from
the process of learning, and that learning is highly interactive. Teaching is tied to how
children learn and develop intellectually. Teaching must be relevant and connect to prior
knowledge so that students can make necessary associations. Teaching is a thoughtful
practice that requires the consideration of clear learning goals and use of effective
interaction, such as feedback practices that provides each student with opportunities to
maximize growth. Sociocultural theory offers a perspective of precise conceptual tools
teachers need to consider in understanding and implementing feedback to increase
children’s development and learning.
Feedback
Figure 1 offers a framework wherein feedback can be examined. The assertion
made by Hattie and Timperley (2007) is that the key to effective feedback is to reduce
inconsistencies between existing understandings and performance and a goal. The
strategies teachers choose have varying effects on improving students’ learning.
Therefore, it is important to understand the conditions that result in deeper understanding.
“Informed judgment about one’s own capabilities, scope of practice and
attainments is not only something that students need to develop in order to learn
effectively, but it is also needed by others, such as teachers to make judgments
that may either be used to advise students or formally recorded as an indicator of
progress or achievement by them” (Boud and Soler, 2016, p. 402).
Effective feedback answers three specific questions for the learner. Hattie and
Timperley (2007) explain feedback in terms of “feed up”, “feedback”, and “feed
forward” concepts. The “feed up” concept prompts the learner to think about the question
“Where am I going?” This “feed up” conversation is associated with goal setting. The
“feedback” concept addresses the question “How am I going?” Finally, the “feed
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forward” concept encourages the learner to contemplate “Where to next?’’ Reducing the
knowledge gap is dependent on the level at which the feedback functions. Hattie and
Timperley (2007) identified four major levels at which feedback should be directed for
maximum effectiveness. Feedback directed at the task (FT) or product, often referred to
as corrective feedback, focuses on how well the task is accomplished or on the
correctness or incorrectness of the task. Feedback regarding the processing of a task (FP)
focuses on external strategies and cues, such as those provided by the teacher, to assist in
error correction or scaffolding. One might say (FT) is more direct information that
explains or clarifies the task, and provides guidance to the student to understand the task
itself. In contrast, (FP) guides students toward thinking more or considering ideas for
deeper understanding as they process or build their meaning of the task. Feedback at the
(FP) level does not offer the answer but guides students as they arrive at the answer on
their own. A feedback loop is created between the teacher and student during this
process. Feedback about self-regulation (FR) directs the student to use internal assists
they might access such as self-evaluation and confidence to accomplish the task. For
example, a teacher might ask the student to consider when they believe they have
accomplished a task. (FR) requires students to expend more effort than the other types of
feedback levels in accomplishing a task. Students will increase effort when effort leads to
undertaking a more demanding task, and may require modeling or guidance regarding
how to consider their own judgments of their work. The hope with (FR) is that students
will increase effort when effort leads to undertaking more demanding tasks or valuing
more meaningful experiences rather than just doing “more” (Hattie and Timperley,
2007). Additionally, students may increase effort when the intended goal “is clear, when
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high commitment is secured for it, and when belief in eventual success is high'' (Kluger
and DeNisi, 1996, p. 260). This self-assessment of progress is connected to the process of
a student becoming a judge of their own learning. Boud and Falchikov (2007) propose
key elements of developing informed judgment from the viewpoint of the students as:
1) identifying oneself as the active learner;
2) identifying one’s own level of knowledge and the gaps in this;
3) practicing testing and judging;
4) developing these skills over time; and
5) embodying reflexivity and commitment.
Hattie and Timperley’s (2007) feedback model confirms that feedback requires
necessary skill involving dialogue. This dialogue involves giving (by teacher) and
receiving (by student) but goes beyond a stimulus-and-response conversation. A positive
classroom environment to ensure opportunities, time, and resources for students to be
responsive to feedback supports these conversations.
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Figure 1: A model of feedback to enhance learning. Hattie and Timperley (2007, p. 87)
Feedback is not simply the act of providing information to students but rather it is
a partnered practice in which both students and others have essential roles. Boud and
Soler (2016) argue that learning cannot be sustainable if feedback is restricted to only
information on student work and not focused on developing reflective learners. The last
feedback level, feedback about the self (FS) as a person is the lowest level of feedback.
This type of feedback focuses on personal attributes of the student rather than
information about the task. It does not encourage engagement or commitment to the
learning goal. A teacher who is providing (FS) might say, “good girl/boy” which
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simulates praise rather than effective feedback. Butler (1987), emphasizes “that
information that focuses attention on the self will promote ego-involvement and lower
subsequent interest even if it indicates high capacity” (p.474). Although each level has its
importance, according to Hattie and Timperley (2007), feedback is most effective when it
guides students from (FT) to (FP) and back to (FR). Ultimately, it is (FR) that promotes
an understanding of how they are progressing in the learning goal, how they process
information about the task, and how they develop confidence.
Meta-Analysis
Hattie (1999) conducted a comprehensive study of the previous 30 years on the
effects of schooling and collected 337 meta-analyses and 200,000 effect sizes from
180,000 studies representing over 50 million students and covering virtually all effects of
schooling on academic achievement. He found that the powerful single influence on
student achievement is feedback and the easiest and best way to improve education is
through the use of ‘dollops of feedback’ (p. 9). In addition, he stated the foundation of
teaching is to communicate information and then assess and evaluate students’
understanding of the information and align the next teaching to what the student presently
understands. Hence, it is critical that feedback provide the student with information on
how and why they understand or misunderstand information, and what they need to do to
improve their understanding (Hattie, 1999). Furthermore, he stated the quality of the
feedback is more important than the frequency of feedback and oral feedback is more
effective than written feedback (Hattie, 1999). In 2012, Hattie conducted over 800 metaanalyses consisting of 52,637 studies that involved 83 million students and provided
146,142 effect sizes on influences on student achievement. His study concluded that
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although teachers have an immense impact on student learning it is what teachers do that
is more essential to student learning than teachers’ educational level and years of
experience. According to Hattie (2012), effective teachers implement strategies for
students that model how to think or strategize about learning content. When effective
teachers see learning occurring, they use meaningful and purposeful strategies to change
the course of learning to help students meet the learning goal or challenge students who
have achieved the goal. Hattie (2009) asserts that providing feedback in classrooms has a
strong impact on students’ learning with a general effect size of d=0.79 based on 12
meta-analyses. Guskey (2019, p. 275) explains, “Effect size is a measure of the difference
between groups in standard deviation units based on the variation of scores in the control
group.” The measure of the variability demonstrates how effect sizes of individual studies
vary around the average. Guskey stresses the importance of reporting the center and
reporting the spread. He reiterates that conveying both statistics are crucial in deducing
meta-analyses results and deciphering what that average effect size really means. Effect
size is a statistic that helps practitioners to standardize treatments used in a study.
Feedback can serve to be effective in moving the student academically, however, the
feedback is effective under certain conditions (Kingston and Nash, 2011). In 2015,
Kingston and Nash concluded that feedback from formative assessments was generally
more effective in English/language arts than in mathematics or science.
Meta-analyses have identified necessary aspects of feedback effectiveness:
feedback should reveal specific learning goals, include prompts on the current status of
the learning process, and give information on how to improve task performance (Shute,
2008). The process of analyzing effect size of instructional strategies including the
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impact of feedback can reveal that there is wide variation in mean effects. The
differences can include, but are not limited to, specific content areas of instruction and
level of task complexity. Kluger and DeNisi (1996,1998) performed a meta-analysis of
feedback interventions in various settings and concluded that interventions are more
effective when the task is well-known or cognitively less challenging. William, Lee,
Harrison, and Black (2004), explains that the methods used in individual study varies
greatly making meta-analysis problematic to interpretation. Due to the limitations
involved in meta-analysis studies, Black and William (1998a) assert that confining the
conditions of inclusion studies can specify a more standardized set of studies which may
generate more meaningful results. Hattie and Timperley (2007) state that teachers
exercise preference when implementing instructional strategies. Therefore, variation in
feedback effect size may exist as it related to the specific type of feedback provided by
the teacher. It is recommended that future research describe the details on the types of
feedback a teacher uses in the classroom setting.
Discerning progress through feedback
Learners use feedback as a primary way of discerning progress. Boud (2000)
emphasizes the point of sustainable assessment practices addressing the needs of the
present and also preparing students to meet their future learning needs. Klaber (2012)
claims feedback is about communication that is descriptive, balanced and objective. It is
an act that does not involve solely judgment or evaluation but includes insight. Feedback
information occurs through a teacher, a friend, a parent, a book, or may be the result of
one’s experiences referencing a level of skill or understanding. Winne and Butler (1995)
state
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“feedback is information with which a learner can confirm, add to, overwrite,
tune, or restructure information memory, whether that information is domain
knowledge, meta-cognitive knowledge, beliefs about self and tasks, or cognitive
tactics and strategies” (p. 5740).
However, in order for feedback to be powerful, it must be attached to a learning
context. It is intertwined in the teaching process. Feedback does not occur first in the
teaching sequence but rather, second, as a response to the initial instruction. If a student
has missed crucial concepts then reinforcing and extended instruction is required versus
feedback. Hattie and Timperley (2007) assert that feedback is most powerful when it
points out misunderstandings for further review instead of addressing lack of
understanding. Killion (2015) remarks that the process of providing effective feedback is
hinged on providing information that leads to change in practice. The learner becomes
more conscious of his/her actions and thought processes and how each relates to a deeper
understanding.
Feedback – cultivating self-regulation
Feedback is largely thought of as a communication process. “Teachers ‘transmit’
feedback messages to students about what is right and wrong in their academic work,
about its strengths and weaknesses, and students use this information to make subsequent
improvements” (Nicol and Macfarlane-Dick, 2006, p. 200). However, there are
difficulties with this communication belief if the teacher is the sole communicator. Bond
(2000) explains if formative assessment is exclusively in the hands of teachers, then it is
difficult for students to become invested and cultivate the self-regulation skills necessary
to prepare themselves for learning during the course of their life. Dweck (1999) asserts
that external feedback shapes how students feel about themselves (positive or negative),
and what and how they learn. There is a belief that motivation and attitudes about self are
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related to feedback. Self-regulated learners interpret external feedback in relation to their
internal goals. As illustrated in Figure 2, Butler and Winne (1995) state the self-regulated
students generate high-quality feedback and are more able to use the feedback they
produce to achieve desired goals. There is significant research evidence to show that
effective feedback leads to learning gains.
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Figure 2. A model of self-regulated learning and the feedback principles that support and
develop self-regulation in students, Nicol and Macfarlane-Dick (2006 p. 203)
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Sadler (1989) identified three conditions necessary for students to benefit from
feedback in academic tasks. He claimed that the student must know:
1. what good performance is (understanding the goal);
2. how current performance relates to good performance;
3. how to act to close the gap between current and good performance.
Sadler (1989) continues by saying, if a student is to accomplish #2 (comparing) and #3
(closing the gap) then he/she must already possess some of the same evaluative skills as
the teacher. There are two major aspects of self-assessment: self-appraisal and selfmanagement (Paris and Winograd, 1990). Self-appraisal correlates to students’ capacity
to review and evaluate their abilities, knowledge states, and cognitive strategies through a
variety of self-monitoring processes. Self-management is the monitoring and regulating
of students’ ongoing behavior through planning, correcting mistakes, and using fix-up
strategies (Hattie and Timperley, 2007). Paris and Cunningham (1996) explain the most
important result of self-assessment is the student knowing how and when to seek and
receive feedback from others.
“Self-regulation of learning involves more than detailed knowledge of a skill; it
involves the self-awareness, self-motivation, and behavioral skill to implement that
knowledge appropriately” (Zimmerman, 2002, p. 66). Students who are ‘at risk’ can learn
to become more self-regulating (Pintrich and Zusho, 2002). Hattie and Timperley state,
“self-regulation involves an interplay between commitment, control, and confidence”
(2007, p.93). Zimmerman and Schunk (2001) allege learners who are more self-regulated
are more effective learners. They are more persistent, resourceful, confident and higher
achievers. This occurs when learners select specific practices that are personally adapted
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to each learning task (Zimmerman, 2002). Self-regulated students seek out help from
others to improve their learning.
Parent involvement: critical to student achievement
Children whose parents are involved in their education have better academic
scores and school success (Froiland and Davison, 2014). A factor that influences parent
involvement is communication. Barriers associated with parent involvement include the
parent feeling like the teacher/parent communication lacks valuable information (Halsey,
2005). Additionally, newsletters sent home regarding school events are not considered
personal invitations and, therefore, do not entice the parent to become involved (Halsey,
2005). Epstein and Becker (1982) suggests parent involvement “activities with greater
potential for actively involving parents in important exchanges” (p. 113). One way to
initiate a valuable personal exchange with parents is to communicate individualized
student information that includes goal setting that can be tracked throughout the school
year. Parent involvement that starts when children are younger and continues into
secondary school proves to be most influential on continued academic success (McNeal,
2012).
One important part of the school-home communication process is the parentteacher conference (Bjorklund and Burger, 1987) which exemplifies the basic obligations
of schools for communication between school and home (Epstein and Salinas, 1993). The
parent/teacher conference meetings between teachers and parents of K-12 students
enrolled in academic institutions is a long-standing tradition in just about every school
and district. They typically occur twice a year as a district wide progress monitoring time
slot or at the request of the parent who wants further information about a particular
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student grade received or student behavior. While the student may be present for the
conference, more often than not, the teacher does most of the talking. The parent’s role is
usually to gather information and hopefully influence a better student outcome. This
traditional style of conferencing does not include the driving forces to prompt self regulation which are the learner and feedback. The position statement from the National
Association of School Psychologists (NASP) (2005), promotes home-school
collaboration and proposes that a student’s education is a shared responsibility among
educators in the school, parents at home, and members of the community. Little (1986)
asserts only the Student-Led Parent-Teacher Conference places the student in the
leadership role. Epstein (1988b) suggests that, like adults, children “may be more
effective when they feel some control over their own activities and progress” (p.3). Little
and Allan (1988) state that children appear more motivated to learn, take responsibility
for their own learning, and are accountable to their parents for their progress, when they
take the lead in the Student-Led Parent-Teacher Conference. The process of Student-Led
Conferencing (SLC) prioritizes the student’s voice and self-assessments of their work,
with parents and teachers more in a supportive role. The SLC format involves
a conference with parents led by the student where students walk parents through a
discussion of their work and established academic and social goals. The student and
parent roles are critical to the process. They rely upon each other to be actively involved
and mentally present for the SLC format to be considered effective. During the SLC,
students receive additional feedback from parents/guardians. According to Finn (1989),
successful students develop a greater sense of identification with school. Positive terms to
describe this identification include: affiliation, attachment, commitment, bonding, and
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involvement. Finn (1989) emphasizes that “it is essential that non-participation be
recognized in the earliest grade possible, and that some form of institutional
encouragement be provided” (p.131). Domina (2005) determined that attending
conferences and parent organization meetings, volunteering and checking homework
were positively related to students’ academic achievement. SLCs embody constructivist
ideals and support children as they experience new concepts. The current research on the
impact of feedback as it is related to SLCs is limited. This instrumental case study will
add to the knowledge base for the use of feedback in the specific context of the StudentLed Conference.
To summarize, this study is framed by social learning theory and the key role of
interactions between learners and more knowledgeable others in a process that is social
and scaffolds learning. The student learns best when presented with a challenge but that
is monitored and guided so as not to be frustrating when setting learning goals. Feedback
is integral to this process.
In Chapter 3 that follows I present the methodology for the dissertation study.
The case method design and procedures for the study are found there.

31

Chapter 3
METHODOLOGY
Research Design: Instrumental Case Study
This dissertation research is designed as an instrumental case study as defined by
Stake (1995, p.3) in that the “the intent is to gain insight and understanding of a particular
situation or phenomenon.” The goal of the study is to examine the particular situation
regarding how 2nd grade, military-connected students negotiate, and respond to various
levels of feedback in preparation for a Student-Led Conferencing Event. Qualitative case
study is appropriate because it allows for an in-depth study of complex situations in realworld settings. As noted by Hoepfl (1997), “qualitative methodologies are powerful tools
for enhancing our understanding of teaching and learning” (p.47). Furthermore,
according to Creswell (2007), qualitative research is exploratory and is conducted in a
natural setting where the researcher uses an instrument to collect information based on
measures completed by the participants or by observations recorded by the researcher.
Merriam (1998) concurs by saying, qualitative research is a type of inquiry that helps
people to understand and explain the meaning of social phenomena with as little
disruption of the natural setting as possible. Morse (1991) states a need exists for
qualitative research when exploring a new topic that needs to be understood, when the
topic has not been studied with a particular sample before, or if the topic needs to be
clarified because little research exists in that area, as is the situation with feedback and
SLC preparations. Yin (2014) supported the use of observations in case study research to
explore new dimensions of a phenomenon, including its context and essential
characteristics. Strauss and Corbin (1990) defined qualitative research as “any kind of
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research that produces findings not arrived at by means of statistical procedures or other
means of quantification” (p. 17). Hoepfl (1997) stated, “quantitative researchers seek
causal determination, prediction, and generalization of findings, while qualitative
researchers seek instead illumination, understanding, and extrapolation to similar
situations” (p.47).
This particular study is of interest and worthy of descriptive analysis as the case
contributes to scholarship on the use of feedback in a specific Student-Led Conferencing
context with a special population of military connected elementary students whose needs
are not well documented overall in the literature.
As noted in Chapter 1, the central research questions for the proposed study How
do students negotiate, and respond to and use various levels of feedback?
a.
b.

What types of feedback are used and why?
Do students indicate they prefer particular kinds of feedback?

2. How or why will the teacher make decisions about the kinds of feedback and what
are the teacher’s observations about the feedback and students’ reactions to it?
3. How do the study findings inform the conduct of SLC at this elementary school
with a high military-connected/high mobility student population?
This study will examine implications of an effective teacher feedback loop to nurture
self-regulation.
Vee Heuristic of Research Design
Gowin’s Vee heuristic (Gowin, 1981) was used to guide understanding between
the relationships of theory and practice concerning effective feedback. The Vee heuristic
is a visual representation designed to show the relationships between the basic
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epistemological elements. Gowin’s Vee (Figure 3) identifies the elements that contribute
to the development of meaning and knowledge in the research (Novak, 1995).

Focus Questions
Theoretical / Conceptual

Methodological

Value claims
Knowledge
claims
Transformations
Constructs
Records

World View
Philosophy
Theory
Principles
Concepts
Events / Objects

Figure 3: Gowin’s Vee Heuristic illustrating the relationship between theory and
practice of research.
The center of the Vee describes the research questions that are examined through
the process of research. The bottom part of the Vee describes the events and objects
studied. The left side of the Vee conveys the conceptual component identifying the
related concepts, principles, theories, and worldview guiding the study. The right side of
the Vee is the methodological part of the research. It identifies the records and
transformations that were studied and implied to produce the value and knowledge claims
of the study.
Gowin’s Vee helped guide the research by connecting theory and practice. The
knowledge of the Vee for the research was acquired through library research, Internet
research, and coursework. The graphic representation of this knowledge (Figure 4)
provides a method for reflection and refraction of the research when appropriate.
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Figure 4: Gowin’s Vee - Connecting Theory and Practice for this Study
The researcher used a Convenience Sample based on Yin (2014) work consisting of a
classroom environment in a school demographically located near the researcher. The
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researcher had professional knowledge indicating the classroom teacher used various
levels of feedback routinely and implemented SLCs with fidelity.
Participants
The Case Teacher
The teacher participant in this case study, Ms. Fry (pseudonym), is 2nd grade
writing teacher with 15 years of experience teaching in the classroom. She holds a
Bachelor of Science in Elementary Education with an emphasis in Social Studies and
Master’s degree in Reading and Literacy Instruction. She took the position at Robert E.
Elementary in 2016 because she had a desire to teach writing exclusively. She teaches
writing to all second grade students throughout the school day. The students rotate
between the different subject classrooms every hour and 20 minutes. During this daily
block of instructional time, Ms. Fry is able to instruct whole classes, small groups as well
as individually conference with students.
The researcher observed student responses to Ms. Fry’s teaching techniques in a
classroom environment on HOW MANY multiple occasions. Ms. Fry agreed to
participate in the case study and allow the use of the data stemming from student work
products, observations, and interview results.
The Case Students
The researcher sought permission from the parents/guardians of eight militaryconnected second graders who are currently enrolled in Ms. Fry’s writing classes. The
Infinite Campus database at the school allows access to a list of second grade students
who are military-connected. A recent review of the Infinite Campus numbers for military
connected 2nd graders who Ms. Fry would be teaching showed eight students who were
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military connected. The informed consent included procedures for the study, a statement
that there were no known risks to participating in the study, benefits of the participating,
and statements confirming confidentiality and voluntary participation in the study. Five
of the eight military-connected students returned the consent forms to participate in the
study. The IRB approval letter and a copy of the parental and teacher (adult) consents and
student assents are shown in Appendix B.
Procedures
The researcher observed the participants in the natural setting of their 2nd grade
writing classroom over the course of a two-week time frame on four separate occasions
for an hour observing a span of a unit of instruction based on skills of narrative writing.
Because the ages of 2nd grade students range between 7 and 9 years old, depending on the
month of the school year admitted which varies as military students rotate in at different
times, interview questions began by determining a baseline understanding of the meaning
of the word, “feedback.” Personal student work samples were used when probing student
responses and offering specific supportive examples such as “the correction the teacher
writes on your paper” or “the advice the teacher offers to improve your answer or work”
was provided to ensure that a fundamental understanding exists with the young student
before proceeding forward with more in depth interview questions. In addition to
interviewing the student, the researcher observed the focused individual teacher - student
discussions centered on aspects of preparing the student’s work sample for presentation at
a Student-Led Conferencing event. The teacher was informed that the purpose of the
study was to examine classroom interactions during whole group, small group, and
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individualized instruction. However, the teacher was not asked to engage in any
behaviors, verbal or otherwise, that were not part of the regular classroom routine.
The researcher utilized a digital audio recorder to record teacher classroom
verbalizations while observing the teacher. The audio record was transcribed and
amounts and levels of feedback were taken from the transcribed notes and entered on a
researcher-developed checklist. The four levels of feedback noted in Hattie and
Timperley Feedback Model (FT, FP, FR, FS) were analyzed to investigate the frequency
the teacher delivered each level and noted the student's active response/adjustment to
work samples as it pertained to specific levels of teacher feedback. The hypothetical logic
is that the teacher’s feedback level serves as a more well defined constant and the
outcomes demonstrated in students’ work samples serves to identify (describe) strategies
that may help maximize the effects of the feedback process. Although feedback has many
contextual frameworks, feedback noted in the study has a common defining feature,
which is the feedback data is determined as verbal or written comments that were
intended (according to the teacher) to activate student thinking and intended to improve
work samples. Data collected to examine improvement in work samples took different
forms such as additions or deletions to work product or students’ self-assessment rating
that stimulated rethinking or reworking the end product. The observed teacher-student
and student-student conversations are noted/transcribed to determine trends related to
specific feedback levels which serves as insight to the factors that drive student
regulation skills.
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Data Collection
Observations
The Level of Feedback: Data Collection Tool in Appendix C was developed by
the researcher based on Hattie and Timperley’s (2007) levels of teacher feedback and
Nicol and Macfarlane-Dick (2006) adaption of the Butler and Winne (1995) model for
self-regulation to record the feedback level and frequency of teacher feedback given
during a one-hour period of instruction involving whole group, guided small group, or
individual coaching. Data to assess how students used the feedback was gathered using
student interviews and via a document analysis of students’ work products such as
responses to non-fiction reading, opinion based quick writes, and focused skills in
narrative writing.
During the classroom observations, the researcher took field notes of aspects of
the classroom environment that could not be captured on audio. The audio recording was
transcribed and corroborated by field notes. The transcriptions illustrated verbalizations
made by the teacher that purposefully activated student thinking to submit improved
work products. Each verbalization was coded with the letter (T) for teacher and (S) for
student. The verbalization and the level of feedback given by the teacher was marked by
a ! on the Level of Feedback: Data Collection Tool. A total was taken for the number of
check marks for feedback was given at each level (FT, FP, FR, FS). Teacher
verbalizations that did not address the intention to improve the assigned writing task was
not coded.

39

The total of teacher verbalizations was divided by the total of leveled feedback to
obtain a percentage for each type of feedback (FT, FP, FR, FS) given during each onehour observation for discussion in the Findings section of this study.
Semi-Structured Interviews
Teacher and student interviews were conducted to gather information regarding
the student’s understanding of feedback and its impact on Student-Led Conferencing. An
interview took place with the teacher and each student participant after the classroom
observations using the semi-structured interview protocol in Appendix D.
A sample of the teacher semi-structured interview questions used were as follows:
1. After learning about various feedback levels (feedback about the task, feedback
about the process, feedback about self-regulation, feedback about the self), where
did your strength lie?
a. Which level did you improve upon?
b. Do you have a sense of which level has been most effective for your
students’ work?
i. Where did a certain feedback level have the most impact during
the SLC process?
c. Did you feel a need to shift your feedback style once you learned of the
various types?
For the student interviews, a sample of the teacher’s feedback or student’s work that
incorporates feedback was available as a back-up prompt if needed. Sample questions
from the military-connected student semi-structured interview questions are as follows:
1. Do you know what feedback from the teacher means? Explain feedback in your
own words.
2. If a student response indicates uncertainty regarding the meaning of feedback, the
researcher will probe further and / or provide supportive examples such as “the
correction the teacher writes on your paper” or “the advice the teacher offers to
improve your answer or work” to stimulate an informed response.
3. Do you prefer written or oral feedback?
4. Can you give an example of one piece of written feedback that was really helpful,
an oral session with your teacher that was really helpful? (Have students
elaborate).
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The feedback records and students’ work products were analyzed to determine
how, or if, levels of teacher feedback was used and in what ways the students negotiated
the feedback they got. The interview focused on how the feedback affected student’s
ability to master skills and to communicate their progress in a Student-Led Conference.
Specific feedback provided on the various students’ artifacts were examined. The
researcher investigated whether the teacher’s feedback helped the student to understand
his or her own academic strengths and challenges and if students felt prepared to discuss
them at a SLC. The schedule for data collection is shown below in Table 1. The data
were collected over one month of instruction in Fall of the beginning of the second-grade
year.
Table 1: DATA COLLECTION SCHEDULE FOR OBSERVATIONS,
INTERVIEWS AND DOCUMENT ANALYSES DURING FALL 2019 (October –
December)

Classroom
Observations

Week 1

Week 2

Observation 1

Observation 3

Observation 2

Observation 4

(60-minute classes)

(60-minute classes)
Prompted Interviews
with Students (using
their work products).

Interviews

Document
Analysis

Weeks 4-10

Observation
Transcriptions &
Coding
Review of Student
work

Observation
Transcriptions &
Coding
Review of Student
work
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Teacher Interviews and
Follow ups
Transcription of
Interviews
Analysis of Student
Writing Products

Data Analysis
Overall, a categorical deductive analytic approach was used to analyze the data
(Mayring, 2000). The researcher used specific categories of feedback (FT, FP, FR, FS)
defined in the literature to record what kind of feedback was employed and how (or if)
each was used. Thus, the researcher employed a deductive categorical analytic technique
for those data. An analysis of how the feedback functioned in terms of prompting to
negotiate and respond in order to make academic progress and prepare for the SLC was
based on the student interview or document analysis. Analysis of those data were also
deductive using definitions of negotiation and informed by a lens of social learning
theory and the literature on feedback processes.
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Chapter 4
Findings
In this chapter I present the findings from the case study. I begin the chapter with
descriptions of the participants in the study, and refresh the reader on when I was
observing, when interviews occurred and which documents I reviewed for the study. The
findings from this case study investigation are presented as data organized according to
each research question. The first research question has multiple parts. It deals with
negotiating and responding to feedback and then includes feedback sub-questions.
Research question 2 and 3 follow. Data include observations during teacher-student
writing conferences, student writing samples, and interviews with both 2nd grade students
and their teacher over a 1-month period of time as they prepared to engage in student-led
conferencing at their elementary school.
The Case Teacher:
Ms. Fry has been teaching for 15 years with a concentration in the primary grades
1 and 2. Although she has taught all content areas, she has an admitted passion for
teaching reading and writing. Her passion for writing extends far beyond the classroom.
She has been published on three occasions in journals that include the National Oratorical
Association and The Round Table Literary Magazine which is sponsored by the local
community college. Ms. Fry participated in professional learning community meetings
and multiple training sessions that equipped her with effective feedback practices. Ms.
Fry teaches writing to the entire 2nd grade cohort. She has a committed a block of time
each day used for writing instruction. Not all schools organize their daily schedule in this
manner. Without the necessary amount of time it takes to develop young writers or
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without the guidance of an experienced, expert teacher, it is difficult to imagine 2nd
graders would be prepared to present written work at an SLC.
I observed Ms. Fry’s classroom on four separate occasions at the beginning of the
fall semester, which begins in August, at REE Elementary. Ms. Fry teaches writing to all
the students in the 2nd grade and is the school’s writing specialist. During each class
session, I observed students in the revising and editing stage of writing that takes place
prior to arriving at the final, completed piece. She provided specific feedback to students
intended to improve their narrative writing. During each teacher/student conference, she
discussed success criteria to assist the student with the components of the writing that
needed attention. The teacher’s purpose was to provide direct instruction in order to
produce an exemplary work sample that could be shared with classmates and ultimately
with a family member during a Student-Led Conference (SLC). Ms. Fry played a critical
role in preparing each student for the SLC event by helping him or her to move to a level
of independent writing and self-monitoring of requirements.
The Case Students
Madison
Madison is an eight-year-old female student who has a February birthday. She
lives with her mother and father. Madison’s father is active duty military and her mother
is a stay at home mom. Her father was deployed when she was a baby. In 2019, he spent
9 months in Afghanistan. He is scheduled to deploy again in 2020 to Germany. Madison
went to a Department of Defense school on post for Kindergarten. She then enrolled in
Robert E. Elementary her 1st grade year and has continued through 2nd grade. She loves
arts and crafts, riding horses, playing with friends, reading, and spending time with her
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mom and dad. She loves everything about school except waking up early. She began the
2nd grade year performing slightly below grade level and has improved second semester
to on grade level status.
Jessica
Jessica is eight-years old. She was born in New Mexico. She has lived in many
different places and is expected to move to Ohio in March 2020. She lives with her
parents, sister, and twin brothers.
Her father is active duty military and has been deployed several times. His most
recent deployment was in Korea. Jessica attended Cypress Elementary in preschool,
kindergarten, and 1st grade. She enrolled in Robert E. Elementary in 2nd grade. She enjoys
swimming, cheerleading, and helping other people. Her favorite subject in school is math.
Jessica is a high academic performer. Her skill level is considered above grade level.
Lee
Lee is an eight-year-old boy who was born in Germany. He lives with his mom
and dad and eleven-year-old sister. Lee’s father recently retired from the United States
Army. During his career, Lee’s father deployed to other countries and also spent several
months at a time in Texas for training. Lee enjoys playing video games with his dad and
drawing pictures for his mom. His favorite subjects in school are science and reading. He
has attended Robert E. Elementary since kindergarten. Lee’s academic performance
started as below grade level and has steadily improved with each nine-week marking
period.
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Marie
Marie is a seven-year-old only child. Her mom is active duty military and lives in
Texas. Marie’s father is former military and now works as a nurse. Marie has attended
Robert E. Elementary since kindergarten and loves to read, draw, and go to the zoo.
Marie struggles with transitions during the day. She often refuses directives and does
have a behavior plan in place intended to track and modify her behavior throughout the
day. She performs academically on grade level
Sam
Sam is an eight-year old who was born in December. There are five children in
his family. Sam is the 3rd oldest boy. His older brother is diagnosed with Autism and is
non-verbal. Sam’s mom works in a local restaurant and his dad has been in the Army for
17 years. Throughout his career, Sam’s father has been deployed four times. Sam has
lived in three different states: Washington State, Tennessee, and Kentucky. The family
has two dogs and an outside cat. Sam’s hobbies include playing Minecraft and reading.
Sam reads on grade level and is currently reading the Horizon Series Chapter Books.
Research Question 1: How do students negotiate, respond to and use various levels
of feedback?
First, I will focus on how students negotiate feedback through various processes.
Students in this study were observed to definitely act upon feedback provided. The act of
‘doing’ focuses the mind to think about a clear path for achieving mastery. Student
actions can be described as negotiations for improvement. According to dictionary.com, a
synonym for the word, “negotiate,” is to talk, to collaborate, to consult, or confer. I
determined to use these verbs as analytic categories to describe the nuances of the
teacher/student feedback I observed during class sessions and through document
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analyses. I observed Ms. Fry collaborating with her students during individual meetings
with each writer. Together they exchanged ideas verbally and Ms. Fry provided written
feedback to extend the oral conversation. Then, the student set off to make
improvements. Consulting took a slightly different form than collaborating. There were
times when Ms. Fry provided advice directly and I termed this type of interaction
consulting. She acted similar to an outside consultant who is hired to enhance or extend
client (student) technical knowledge. The consulting directly supported a consulting role
where the teacher, as an expert, provides advice on improvement of a student’s writing. I
also observed another feedback activity that seemed to embody conferring. In an effort to
create quality writing, Ms. Fry asked students to confer with each other. This peer
reviewing experience afforded students the opportunity to read their story out loud, hear
the flow of the sentences, and see the facial expressions of their classmate reacting to the
writing. They talked (conferred) with each other to improve their writing piece and the
student would weigh/consider the feedback and whether to include it.
Collaborating with Feedback
Collaborating is defined as working in a partnership. Students engage in
conversation and work together with the teacher to specifically intended to inform or
expand knowledge. A form of collaboration I witnessed was the teacher and student
working together over a specific writing draft version. I observed Ms. Fry reviewing the
success criteria with each student. For example, she would say, “Look at each
component.” She was referring to the success criteria that stated: The writer then used
descriptive words to create a mental image. Ms. Fry asked each student to show her
where he/she included the criteria in his/her narrative writing. Figure 5 illustrates the
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feedback provided by the teacher in a collaborative session to enhance the student’s
writing.

Figure 5: Feedback provided during a collaborative teacher/student session
Collaborative sessions occurred only between students and Ms. Fry but not
between individual students. Collaborative interactions were characterized by students
specifically working together one-on-one with a change in product happening right after
the feedback was provided and Ms. Fry reviewing it.
Consulting with Feedback
Consulting activities within feedback sessions involved the teacher in a more
external advice-giving role. Ms. Fry often would also use other students’ work when she
was providing advice on improvement. An example of a student who engaged in a
consulting session with the teacher was Madison. Madison wrote a story that focused on

48

a single, isolated event instead of a structurally developed narrative with a beginning,
middle, and end. Ms. Fry encouraged Madison to reflect by asking her “What do you
think you should do to make your narrative better?” More intense support was needed for
Madison to effectively reflect on her writing and know what to do next to make revisions.
Therefore, Ms. Fry shared a classmate’s exemplar work to better explain how to develop
a sequence of events. Ms. Fry provided a reteach mini-lesson to further explain the use of
temporal words and phrases to signal sequential story events. Madison responded to this
direct advice by choosing to write about another personal experience that was more
conducive to sequencing events as shown in Figure 6 (first attempt) and Figure 7
(revision).

Figure 6: First attempt Toy Story narrative By Madison
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Figure 7: Revision Gone Fishing ~ beginning, middle, end By Madison
Additionally, Sam had a consulting session where he expressed his satisfaction
with his written draft. Ms. Fry advised directly, “Did you describe the feelings you were
experiencing? Did you ‘turn on’ your reader’s mind movie by creating a mental image?”
Sam responded to this direction by adding descriptive words such as adjectives and
adverbs as displayed in Figure 8.
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Figure 8: Fishing ~ Me and My Dad by Sam
Like collaborative activities related to providing feedback, consultations occurred
only between the teacher and the student, with Ms. Fry directly providing advice that
students then applied directly to improving their drafts with those specific revisions.
Conferring with Feedback
As I applied this analytic category, conferring specifically includes the act of
deliberating, weighing options and then, after considerations by the student, making
changes to written work. Elements of conferring also included activities intended for
them to apply to future writing work.
I observed conferring activities when students were sharing their work in peer
feedback sessions. When the students share their knowledge with each other (confer) it
sparks deeper thinking. I observed one of the case study students read their narrative to a
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partner. Lee said, “Did I use enough description in my story?” The classmate smiled and
said “Yes, l like your story. It was cool. But I think you could add more descriptive
words.”
Often, when students were working together, Ms. Fry added to the student-tostudent interaction by providing additional feedback to add to the classmate’s feedback.
Ms. Fry’s comments referred students back to the daily standard that was taught or
reinforced. Her strategy was to state the standard to introduce the lesson and repeat it
several times while students were engaged in small group and partner tasks. She said
during one classroom observation:
Remember, to signal the reader to a new thought, it is important that you
use a transitional word like next, then, or last. These words are called
“Temporal words.” They help the reader follow the events in the story so
that the story is complete without gaps of important information.
I observed the student pairs and the teacher conferring regularly on student drafts. Ms.
Fry reported that she met with individual students a minimum of twice a week and
scheduled opportunities for students to confer with each other. As a result of conferring,
students were encouraged to self-assess and make decisions about what to do next. This
self-assessing was key to the conferring activities. As they took in feedback from a peer,
they could decide if they would include it in their revision. Clearly, the teacher also had a
role, but students were able to appropriate the teacher’s comments and ask each other
specific questions about details in their writing.
In her teacher interview, Ms. Fry pointed out that the suggestions she gives to
students are intended to assist them in future writing, in the hope that they will consider
and weigh these criteria for quality writing. Ms. Fry provided insight about her planning
for feedback by saying:
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I want my students to be self-aware and pay attention to detail. I really
look at their writing and see if they are attuned to the day’s lesson. I
remind them of our standard focus and reiterate that I want them to apply
their skills to their writing. I don’t let up until I have written evidence that
they have done so.
During the teacher interview, Ms. Fry shared what she considered a best practice that
involved selecting student exemplars to provide to students so they could apply these to
their work. She explained,
Every Friday, I choose work that is exceptionally crafted. I give lots of
praise and tell the students that I am really impressed with their work. Not
only do I use this sharing method to reteach difficult skills, but it
encourages students to keep trying their best in hopes that their work will
be selected the following week as an exemplar.
I noticed that when students responded to Ms. Fry’s and their peer’s feedback, they
began to apply the new knowledge to the process of proficient writing.
Another tool that Ms. Fry provides to students to assist in the process of
conferring about their writing is the Narrative Writing Self-Assessment. She intended the
students to use this tool to determine if components of effective writing were included in
their pieces. Figure 9 illustrates a sample of Sam using the tool to improve his Fishing ~
Me and My Dad story.
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Figure 9: Narrative Writing Self-Assessment Completed by 2nd Grader Sam
Conferring with feedback involved student-to-student interactions and activities,
student-to-teacher activities and specific teacher-initiated strategies that would promote
future work such as criteria provided in the Narrative Assessment Tool. While all these
conferring scaffolds were provided by Ms. Fry, students showed they could weigh their
importance and identify them in their own writing process. The student’s products
demonstrate, even on a very basic level, that these student deliberations were occurring. I
was looking specifically for these interactions to define an activity as one which involved
conferring with feedback.
Research Sub-Question 1a: What types of feedback are used and why?
The student response to feedback was operationalized for this study as the form(s)
of a revision that could be observed. The student made a conscious decision to listen, to
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see, to discuss and then act upon the teacher suggestions which furthers his/her
understanding and ultimately brings his/her work product closer to achieving the
structural and grammatical elements noted in the Narrative Assessment Tool, For
example, Ms. Frye’s notes also provided opportunities to observe various kinds of
feedback in evidence during the revision process. Figure 10 shows the teacher
acknowledging the student responding to task level feedback that addressed the
correctness of the task. Figure 11 demonstrates teacher feedback that is considered
process level feedback that addresses how to improve the elements of writing to ensure
the piece is complete and not just correct.

Figure 10: Narrative Feedback~ Task Level Feedback related to being correct

Figure 11: Narrative Feedback ~ Process Level Feedback related to being complete
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In this section I used the types of feedback articulated by Hattie and Tippersley
(2007) as categories for analytic deduction (Mayring 2000). These types of feedback are:
● Task Level (FT) How the task are understood / performed
● Process Level (FP) The main process needed to understand / perform task
● Self-Regulation level (FR) Self-monitoring, directing, and regulating of actions
● Self Level (FS) Personal evaluations, affect (usually positive) about the learner
I observed Ms. Fry implemented these various levels of feedback during the 4 one-hour
classroom observations. She took the time to specifically address individual needs of
students. Ms. Fry explained in her interview, “I teach a skill, have student practice and
demonstrate the skill, then I review their work and say to them what I noticed they did
well and what areas of the success criteria that need a closer look.”
Overview of Observed Types of Feedback Used by Ms. Fry
Table 2 below details Ms. Fry’s teacher feedback which demonstrates the various
levels of feedback she implemented during her lessons.
Table 2: Representation of Percentages of Feedback Level Types Observed during
Ms. Fry’s Instruction
●
●

Lesson Composition Standard
Compose narratives, using writing and digital resources, to develop real or imagined
experiences or multiple events or ideas, using effective technique, descriptive details and
clear sequences
Use temporal words and phrases to signal event order

Feedback
Level
FS
FP
FT
FT

FT

Teacher Feedback

Standard

Observation

I’m impressed but not surprised
Don’t forget to share your feelings
Narratives include Temporal Words
We put the date at the top and draw
pictures for my brain (the writer) not
the reader ~ quick sketches. It
doesn’t matter what it looks like, it
just matter that it reminds you to
include details
Every time you end a box, you start
with two fingers

Compose Narratives
Compose Narratives
Temporal Words
Compose Narratives

Day 1
Day 1
Day 1
Day 1

NA

Day 1
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Table 2: (continued)
FR
FT
FP
FP
FP
FP
FS
FT
FS
FP
FT
FT
FS
FT
FS
FT
FT
FR
FT
FT
FP
FP

FT
FP
FT
FT

Did I include something from the 1st
box?
Indent ~ 2 fingers
Last day ~ temporal word ~ “loved it”
~ feelings
“Amazing” ~ descriptive words
“I loved it so much”~ feeling
You included a retell of some of the
things of the things that you did. You
wrapped it up.
I love how Lee is sitting. How
correctly Marie is sitting.
The way you set up your journal
writing is with Xs and Dots on the red
line of your paper and 3 boxes
I love Sam’s quick sketches.
What is the very first thing that you
did at the pumpkin patch?
X marks the spot, the dots do
not…so we have room for revisions
Draw a picture of what you did first
Lee you have really grown in writing.
I very impressed
You can write about anything. You
can make anything sound exciting
even going to get a haircut.
I was so impressed with all of you.
You are all so engaged.
I loved that you used the word First,
a temporal word.
Artwork doesn’t have to be good just
has to be quick
Did you write about each illustration?
Stick people don’t have to be fancy
just have to remind you what to do
write about
Indent ‘Then’ because I went to the
next paragraph (the middle box)
“Amazing~ descriptive word
The length is not important what is
important is that you create a mind
movie, a mental picture, you
describe your feelings
It’s not a play by play, this happened
and then this happened
You want to engage your reader,
describe your feelings
I love the picture plan ~ Just stick
people so that you don’t spend too
much time drawing
Set up your picture plan on this side
of the red line
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Compose Narratives

Day 1

Temporal Words

Day 1
Day 1

Compose Narratives
Compose Narratives
Compose Narratives

Day 1
Day 1
Day 1

NA

Day 1

Compose Narratives

Day 1

Compose Narratives
Temporal Words

Day 1
Day 1

Compose Narratives

Day 1

Temporal Words
Compose Narratives

Day 2
Day 2

Compose Narratives

Day 1

NA

Day 1

Temporal Words

Day 1

NA

Day 1

Compose Narratives
Compose Narratives

Day 1
Day 1

Temporal Words

Day 1

Compose Narratives
Compose Narratives

Day 2
Day 2

Temporal Words

Day 2

Compose Narratives

Day 2

NA

Day 2

NA

Day 2

Table 2: (continued)
FP
FP
FT
FT
FS
FT

FT
FT
FP
FP
FT
FS
FS
FS
FT
FT
FR
FT
FT
FP
FT
FT
FP
FP

FT

Your dad is a recruiter in the Army?
This is a great opportunity to share
your feelings
What is your subject, your event, tell
me some things that your thought
were important, very important
I love that you use Temporal Words,
you use them perfectly
The picture plan is not for your
reader, it’s for you
Thank you Lee for working so quietly
Do you think that is the end of your
thought, when we put a period that is
the end of the thought and then we
use a capital
Try hard to monitor your spacing so
everyone can read it
X marks the spot
What would be a good opening
sentence? Something would grab
your reader.
We want to tell the reader what you
are writing about.
You are a fast writer, are you
pausing and using a capital letter?
You are a fast writer
You have such good manners
You are really good at school, too.
I want you to use temporal words
It’s ok not to squeeze it in and go to
the next line so that it is very neat
Check your self assessment
checklist to see if you missed
anything
Miss, M I S S
I love that you knew that was a
proper noun
Your writer’s voice sounds like you.
It’s how you talk.
I believe that is the end of your
thought
I don’t think that is the end of your
thought…it’s a little longer
I need a happy ending
Now you are going onto the middle,
can you give me a little more
detail…what are you writing about
matter, Miss Campbell’s science
class
Whenever something belongs to
somebody then we want to show
ownership we use an apostrophe
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Compose Narratives

Day 2

Compose Narratives

Day 2

Temporal Words

Day 2

NA

Day 2

NA
Compose Narratives

Day 2
Day 2

NA

Day 2

NA
Compose Narratives

Day 2
Day 2

Compose Narratives

Day 2

NA

Day 2

NA
NA
NA
Temporal Words
NA

Day 2
Day 2
Day 2
Day 2
Day 3

Compose Narratives

Day 3

Compose Narratives
Compose Narratives

Day 3
Day 3

Compose Narratives

Day 3

Compose Narratives

Day 3

Compose Narratives

Day 3

Compose Narratives
Compose Narratives

Day 3
Day 3

Compose Narratives

Day 3

Table 2: (continued)
FP
FP
FT
FT
FP
FP
FT
FS
FS
FP
FP
FP
FP
FT

I think you can tell me specifically
what you are learning about, a detail
This would be a really good
opportunity to say what you learned
Your sentences begin and end
correctly
Is that the end of the thought? Do
you need a period?
Add more descriptive words to make
a “mind movie”
Use your writer’s voice in the
conclusion and write about how you
felt
Make sure you write about the
beginning, middle, and end events
Great job using temporal words
Good job
Using a ^ add details to make a
“mental movie”
More details give the reader more
insight
We can revise to add thoughts and
feelings
Write a conclusion by telling what
you have done but in a different way.
You are wrapping it up.
Remember to skip lines for revision.
The space is used for the ^ revision
marks.

Compose Narratives

Day 3

Compose Narratives

Day 3

Compose Narratives

Day 4

Compose Narratives

Day 4

Compose Narratives

Day 4

Compose Narratives

Day 4

Compose Narratives

Day 4

Temporal Words
NA
Compose Narratives

Day 4
Day 4
Day 4

Compose Narratives

Day 4

Compose Narratives

Day 4

Compose Narratives

Day 4

NA

Day 4

The chart (Figure 12) below illustrates the frequency at which Ms. Fry utilized
each level of feedback during classroom observations. Task Level was implemented 46%
of the time when providing feedback to students. Process Level followed with a 34%
implementation rate. Self-Level, also known as praise, was implemented 16% of the time.
And the least frequently utilized level was Self-Regulation, which was implemented 4%
of the time during instruction.
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46%
FT-Feedback Task

Figure 12: Representation of Percentages of Feedback Level Types Observed during Ms.
Fry’s Instruction
Illustrations of Ms. Fry’s Feedback as Applied to Students’ Writing Samples
Often feedback was observed in the form of praise; teacher words of
encouragement designed to build self-confidence to stretch student growth. The literature
reports that this level of feedback in isolation is not grounded in improving the task
performance, however when coupling praise with feedback related to the task or process,
the feedback becomes more impactful in directing the student towards mastery. Ms. Fry
has incorporated these research-based practices and insights into her use of both praise
and task or process types of feedback as shown in her written feedback to Jessica in
Figure 13.

Figure 13: Praise (FS) paired with Process Feedback (FP) is illustrated in this note to
Jessica.
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Ms. Fry provided praise to students to build their confidence and motivate them to
push through a difficult task. This level of feedback (FS), for example, “I love your
topic” has little to do with improving academically. In order to create feedback that
supported the learner emotionally and academically, Ms. Fry paired self-feedback with
process (“how you shared your feeling about moving”) and self-regulation (encouraged
revision through the use of Narrative Assessment Checklist) feedback in order to develop
students’ writing skills that would result in improved final stories. This multi-level
combined feedback seemed to assist the student to use the teacher’s tips and function
independently.
This combination of levels of feedback into a feedback loop between the teacher and
student seemed to be effective with these students. I observed Ms. Fry during one class
session stating, “Thank you for beginning and ending your sentences correctly.” This
feedback indicated correctness of the task (FT). She then said, “I have some ideas to
make it better. You might consider adding more actions.” She referenced the
process/steps that must be included in the narrative (FP). Finally, Ms. Fry commented,
“Do you have a beginning, middle, and end? How can you be sure?” This feedback led
the student to review the success criteria and include all components of the Narrative
Writing Self-Assessment. Utilizing a checklist is a method of self-regulating his/her own
learning (FR). Figure 14 illustrates Jessica’s writing and her revisions using the
Narrative Writing Self-Assessment.
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Figure 14: Jessica’s writing and her use of the Narrative Writing Self-Assessment.
To summarize, Hattie and Timperley (2007) found feedback to be most effective
when students receive information about a task (FT), provide strategies on how to do the
task more effectively (FP), prompt students to use internal assists (FR) and end the loop
with another (FT) comment. Throughout this study, during classroom observations, Ms.
Fry made comments that encouraged the student to think about the correctness of the
task, the completeness of the task, and the process of improving the end product. She also
often challenges student thinking. Class instructional time was structured so that Ms. Fry
could guide a student through a series of feedback loops to arrive at the correct answer
through collaboration, consultation or conferring activities. These various series of
feedback contributed to building student confidence and reinforced their self-regulation
skills. Figure 15 illustrates Ms. Fry’s written feedback, which paired multiple levels of
feedback to reinforce self-regulation.
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Figure 15 illustrates Ms. Fry’s written feedback, which paired multiple levels of feedback
to reinforce self-regulation.
Teacher Interview Regarding Various Levels of Feedback
Engaging in a feedback loop that includes (FT), (FP), and (FR) levels has been shown
in the literature to support the student to make revisions towards mastery. During our
interview I focused on her feedback practices and awareness of various levels of
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feedback. I wanted to understand Ms. Fry’s understanding (explicit or implicit) of these
research-based practices.
I inquired about her awareness and reflections on her own feedback style and
implementation in her classroom. I asked, “Did you feel the need to shift your feedback
style once you learned various levels?” Ms. Fry responded:
I absolutely felt a need to shift feedback from mostly task-level feedback and selflevel feedback to include more process-level feedback and self-regulating
feedback. In order for them to be successful in future writing tasks, they need to be
able to transfer feedback beyond the current task.
Ms. Fry shared instead of giving feedback such as, “Maybe you should put a
period here, or add an adjective to this sentence,” my feedback evolved to include,
“Read what you have written and use the writing success criteria to decide if all of
your sentences begin and end correctly. Check to see if your writing turns on your
reader’s mind movie and decide if you need to add some more description.”

Research Sub-Question 1b: Do students indicate they prefer particular kinds of
feedback?
During student interviews, I inquired about students’ preferences for the
particular kinds of feedback. Interviewing 2nd graders had its challenges. Even trying to
draw them out, they did not expand much on their preferences. However, they did, in
fact, note that they did like or have preferences for written or verbal feedback.
Sam reported during the interview session that both written and verbal feedback
were helpful, “I like when the teacher writes on my paper then I can make it better but
she also talks to me, which is good.” The teacher feedback levels that ‘make it better’
ensures that Sam’s writing is correct (FT) and complete (FP).
Lee liked written feedback so he could look at it and read it over and over before
acting while other students liked verbal because they can hear it and react immediately.
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Jessica stated, “I like written feedback. Ms. Fry will tell me that there needs to be
a beginning, middle, and end.” This type of process level feedback (FP) assisted Jessica
to write a narrative story that was complete without gaps in the sequencing.
Madison commented, “I like when she writes on my paper because I can read it. I
read it three times.” The act of reading it three times is evidence that Madison was
consciously choosing to deliberate and consider the provided feedback for revisions,
which is the beginning skills of self-regulation (FR).
Marie preferred verbal feedback as noted in the interview, “I like when Ms. Fry
talks to me. She tells me to make a mental image like a picture in my head and also to
add punctuation or capital letters.” Effective feedback comes in the form of pairing
multiple levels of feedback such as process level feedback (FP) “make a mental image”
and task level feedback (FT) “add punctuation or capital letters”.
After observing classroom instruction and interviewing the teacher and students, I
determined teacher feedback is similar to coaching. During class, the teacher indicates
what she has termed student ‘glows’ (strengths) and ‘grows’ (areas for growth). Her
students seem to come to expect that her remarks are specific to their progress or related
to a task. During the student interviews they certainly could recall specific kinds of
feedback and the content of those messages from Ms. Fry. Many times I observed that
Ms. Fry probed the students to ensure they understood the given feedback and could
apply it and explain it. I gleaned that Ms. Fry develops a relationship with her students
that allows them to trust the teacher as a person who is helping and wants them to
succeed. As I witnessed students interacting with their families during the SLC, I realized
that a main goal for a SLC event is for the student to develop a voice. Ideally, the student
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is confident in expressing their progress in terms of strengths and areas for growth to
their family. The collaboration, consulting, and conferring over the course of instruction
seem to enable the student to articulate the steps they took, the skills they practiced, and
the revisions they made that brought them closer to mastery. They have many
opportunities to talk about their work through these feedback activities prior to and in
preparation for the SLC. These focused classroom feedback interactions help them find a
voice through the use of the specific terms and language of writing skill. For example,
Sam demonstrated this in his Narrative Assessment Tool self-evaluation shown
previously in Figure 9.
Research Question 2: How or why does the teacher make decisions about the kinds
of feedback and what are the teacher’s observations about the feedback and
students’ reactions to it?
I interviewed Ms. Fry for 40 minutes after completing 4 one-hour classroom
observations.
Teacher Decision Making and Feedback
Ms. Fry demonstrated the use of all types of feedback in the Hattie and Timperley
framework used in this school and as analytic categories for this study. During the
interview we discussed how intentional she was about the use of these various forms of
feedback. She noted that she was guided not so much about how to give feedback in an
abstract way, but rather on judging what would be most helpful for a student based on the
writing. Her process is quite fine-grained and she has a high level of self-awareness and
‘real-time’ decision-making. During the teacher interview I asked, “What tweaks or
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adjustments to your feedback style did you need to make along the way?” Ms. Fry
responded
The tweaks do not necessarily involve how to give the various levels of
feedback, but require more self-awareness on my part. I must ask myself,
“Which level of feedback will help this student excel the most?”
Ms. Fry elaborated on how she knows if the level she selects is working,
“I regularly use success criteria with students as a reminder to them to
check all the boxes on the checklist before deciding they are finished. I
say, “Look for misspelled words (use the word wall and your word folder
as a resource).” I look at their finished work and I provide feedback based
on what they thought they did compared to what they actually did. If they
revise then I know the feedback is working. Otherwise, I write a note or
say something specific to their needs.
I asked, “Do you sometimes change mid-course and try another type of feedback?” Ms.
Fry stated:
Yes, I review student writing throughout the week. I notice if the writer
has revised using previous given feedback. I address writing issues that I
notice. I continue to provide feedback that is needed for each draft. I
reinforce a variety of taught skills all week long until I can see evidence of
progress in student work samples. My feedback is student driven.
Ms. Frye also bases her decision-making regarding the use of feedback on how she
observes students respond to her feedback. These reactions are also part of how she
chooses further feedback or evaluates the effectiveness of the feedback she’s given. The
reactions she looking for seem to be both affective as well as cognitive.
I asked, “How do you think students react to the feedback?” Ms. Fry reflected:
It is different for different students and different situations. Some students
absolutely need self-level feedback more because they need to feel good
about themselves as learners. Some students are not ready for selfregulating feedback and need teacher-guided self-regulating because they
are not independent writers yet. In order to ensure I provide more processlevel feedback, I have made it a practice to include the phrase, “Next
time…” so the students know this feedback should be applied to
subsequent writing pieces.
Ms. Fry also provided insights on her take on students’ feedback preferences: She noted:
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I can honestly say that most students use the written feedback to improve
their weekly writing task. I have seen students who previously struggled in
writing, improve so much that they have earned the weekly writing award.
I have watched them sit a little taller and smile a little more as I show off
their writing piece and staple the writing award to the front of their writing
piece.
One topic that I hadn’t observed in the classroom was students who seem to ignore or not
respond to Ms. Fry’s comments and feedback. As this seemed somewhat unrealistic I
explored this topic with her. I asked, “Are there times when students are resistant to
feedback? If so, what do you do? Ms. Fry replied:
I haven’t experienced resistance to feedback from students. I think it is
because I frame my feedback in a positive tone. I say to students, “If you
have any questions about my feedback then just ask.” This leaves the line
of communication open for us to talk about anything I might have
misinterpreted. I make sure to say, “I can’t wait to read what you write.” I
do not think feedback is a penalty. It is a support that my students know I
provide so they can be the best writer possible.
While no classroom or teaching strategy can be expected to work at all times with
all students, Ms. Fry’s mastery of feedback skill, her reflective practice and focus on
student responses seem evident. She seems to give her students a lot of ‘space’ to react to
and question and clarify her feedback or those of other students. She uses her self
assessments and notices student response to use a wide variety of feedback and it appears
she works quite tirelessly to have an open, positive and comfortable classroom climate
for feedback with these young learners.
Research Question 3: How do the study findings inform the conduct of SLC at this
particular elementary school with a high military-connected/high mobility student
population?
This inquiry into the specific feedback that Ms. Fry provides to her students and
examples of how they respond to it has implications for how we conduct student-led
conferencing in both positive and challenging ways.
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Positive contributions of Feedback on Written Products to SLCs
The feedback loop between the teacher and the student is critical in the journey to
mastery. The dialogue informs awareness about the student skill set. It tells the student of
where he/she currently is performing and where he/she needs to go. Feedback helps a
student decide how to get there. It can be difficult for a military-connected student to
reset academically each time they experience life stressors such as multiple school moves
or a deployed parent. The exchange of written and verbal feedback encourages a student
to be an independent learner who can make decisions about what is needed for mastery. It
can take an internal will to push forward when academics get difficult. Effective feedback
can bridge the gap between knowledge, self-awareness, and motivation. The SLC
conference format provides an ideal stage for military- connected, highly mobile students
to spotlight their learning. The student can gain family support through the shared
conversation led by the student. At the end of the teacher interview, Ms. Fry offered this
insight about the SLC process.
As I circulated throughout the room during student-led conferences and listened
to the conversations the students had with their parents, it became apparent that
the students know exactly where they were as writers. They know exactly where
they are now, and they know what to do to improve as a writer. They were able to
relay this information to their parents in a way that proves effective feedback
works.
Challenges to Conducting SLC for 2nd Graders Using Written Products to
Demonstrate Skills
At this particular school, the organization of teaching load is divided among a
team that is each dedicated to a specific subject matter. As previously mentioned, Ms. Fry
teaches writing to the entire 2nd grade cohort. She has a committed block of time each
day used for writing instruction. Not all schools organize their daily schedule in this
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manner. Without the necessary amount of time it takes to develop young writers or
without the guidance of an experienced, expert teacher, it is difficult to imagine 2nd
graders would be prepared to present written work at an SLC.
Time itself may be a barrier for teachers and students who do have an ideal
writing schedule each day. Moreover, not all teachers may have the patience or skill to
work as closely as Ms. Fry does with her students. In order for time to be sufficient, it
requires curriculum priorities and mandates to be aligned. Teachers who are new to the
profession may also have more difficulty managing instructional time and the weight of
writing pedagogy.
In addition, work samples shared at the SLC are snapshots of progress. They do
not reflect a complete or total picture of the journey traveled to get to that moment in
time. This can be problematic for those who have a difficult time expressing the path
taken in detail. The revised finish product may not accurately reflect the struggle it took
to get there.
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Chapter 5
Discussion of Findings and Future Research
In this chapter I discuss the findings implications and provide some possible
questions for future research suggested by these findings. Noted educator and researcher
Lee Shulman (Shulman, 1992) asked case writers to always be prepared to answer the
question, this is a case of what? I would respond to that question, that this is a case
of How levels of feedback should be employed in a 2nd grade Writing classroom with
strategic use of the feedback loop in dialogic activities. It is also a case of possibility – is
it really possible to use structured feedback on writing skills with young learners- 2nd
graders, most of whom are 7 or 8 years old- and have them learn and demonstrate some
changes in their writing products. Within that process they also learn how to respond to,
and even use, self-monitoring tools for academic work. As noted previously, most of the
work done with student responses to feedback has been done with students in middle
level grades or beyond. This case illustrates several processes that were in play for
students to absorb feedback during various activities – collaborating, consulting or
conferring mostly with their teacher but also with other students. The strong role of the
case teacher, Ms. Fry, in scaffolding and modeling effective feedback in this 2nd grade
classroom was clear. Teachers need strategic and specific professional learning and
classroom practice to make feedback work with children this young in developing and
revising their written work. Additional comments and observations on the findings
follow. The chapter concludes with suggestions for future research on using feedback
with young children working on improving their academic work.
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Providing Feedback for Academic Work to Young Students
Regardless of type, a commonality to all feedback types is that they navigate
students toward a greater understanding and self-awareness. Feedback asks, “Where am I
going?” “How am I going?” and “Where to next?” Answering these three questions
allows the student to access a mental road map for success. The questions seem simple in
nature, although become complex when asked of young students.
In the sections that follow I provide insights from the study that draw on the
conceptual framework for the study (social learning) and the research literature on
feedback as well as implications of the study and future research.
Young Students DO Take Advantage of Feedback to Improve Their Work
Much of the current research focuses on intermediate or high school students
rather than primary school aged children. Perhaps this is because in the younger years, a
large emphasis is placed on the social development of the child. However, primary grades
have become more academically rigorous and standards oriented. This increased focus on
achievement of those goals can be difficult to obtain especially for students at risk. It is
critical to consider the finding of this research as part of the discussion of effective
teaching strategies that can have significant impacts on student achievement for young
population of students. The 2nd grade students in this study were able to plan, write, and
discuss their work during sessions of teacher/student and student/student feedback loops.
The case teacher was instrumental in providing many levels of feedback over many
aspects of writing skill as observed over the course of many class sessions. She took her
role in providing consistent and combined forms of feedback seriously and, thus so did
her students.
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Students Negotiating Feedback Through the Activities Comprising
Collaborating, Consulting, and Conferring
The students in this study seemed to engage with the feedback through several
types of interaction that defined activities within which they could negotiate the feedback
they were provided by their teacher and their peers. Students engaged in interactions
that involved three categories: collaborating, consulting, and conferring. These defined
the kinds of feedback activities whereby the types of feedback could be translated into
action – actually doing the revisions that improved their writing pieces. During
collaboration the teacher and the student exchanged ideas that furthered the writing
content. Consulting allowed for the teacher to provide advice to extend and enhance
technical knowledge of the writing process. Finally, the conferring sessions provided
opportunities for students to talk to each other and weigh the options for changes and if
they were having trouble doing that, then Ms. Fry could also assist with conferring by
scaffolding students with illustrations of other students’ work to support understanding of
specific skills such as if sentences were sequential, complete, and vivid.
Students’ Negotiation of Feedback: Interactions Observed that Extend Knowledge on
how Feedback can promote Self-Regulation
As noted in the review of literature on feedback in Chapter 2, Hattie and
Timperley stated “self-regulation involves an interplay between commitment, control,
and confidence” (2007, p.93). Also, Zimmerman and Schunk (2001) allege learners who
are more self-regulated are more effective learners. They are more persistent, resourceful,
confident and higher achievers. This occurs when learners select specific practices that
are personally adapted to each learning task (Zimmerman, 2002). Self-regulated students
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seek out help from others to improve their learning”. An insight from this study regards
that there may be specific activities that teachers can promote that map on to
commitment, control and confidence, as well as students seeking out help to improve
their learning. Collaboration maps to committing to working together and conferring
maps to student control and confidence. Ms. Fry worked with her students in
collaborative work, but there had to be a shared commitment to that work. Conferring
maps to control and confidence – these observed activities involved students talking and
reading their work that required taking control and having the confidence to put out their
work and then to weigh and deliberate if the suggested feedback would be put in their
writing. Consulting using feedback maps to seeking out help, from an expert or as
Vygotsky might term, the ‘more knowledgeable other’. Ms. Fry would provide feedback
and add examples she judged as an expert would provide the best advice, acting as a
consultant. By providing descriptions of specific activities in which elementary writing
teachers and their students can engage, this study extends the application of these
research-based descriptions, as well as others in the literature (Sadler, 1989; Paris and
Winograd, 1990; Paris and Cunningham, 1996; Hattie and Timperley 2007) of
dimensions of self-regulation promoted through constructive and strategic feedback.
Role of the Case Teacher: Scaffolding and Modeling
Not surprisingly with these youngsters the feedback processes or types of
feedback were primarily scaffolded and modeled by the teacher. Effective scaffolds not
only framed the interactions for collaboration, conferencing, and conferring for the
student but defined a specific role for the teacher. Ideally, teachers would adopt these
certain roles, for example the role of consultant, to serve as a frame for students to begin
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to self-regulate their learning. Moreover, the evidence from this case demonstrates that
these very young students in Ms. Fry’s class could verbalize their understanding of
teacher feedback. Also, their writing samples showed they could improve technical,
grammatical and narrative elements in their work sample stories. For example, when
students could complete a Narrative Checklist, we can see the scaffolding of a very early
stage in the development of self-regulated learning. This early demonstration of academic
awareness could be a basis to build on as meaningful learning aspires to have students
monitor and direct their own school achievements. Through the various kinds of
feedback, Ms. Fry utilized her encouragement to focus on their individual progress and
how to make changes in response to teacher feedback.
Implementing and Modeling a range of types of Feedback with Young Children
Ms. Fry used a range of types of feedback in her classroom and was aware of
these types of feedback and of the benefits of combining types (such as praise and
process forms of feedback) in providing direction and suggestions for improvements in
these students’ writing. She also reported making adjustments in the kinds of feedback
she employed if she thought one type was not effective. As previously mentioned it was
apparent that this case teacher was well prepared to implement this range of feedback and
to even combine these types into effective multi-level sessions as she adjusted her
approaches to feedback to provide helpful assistance. Teachers, perhaps especially those
who are teaching in schools that are incorporating Student Led Conferencing, as many in
the case district were in various forms, should have ongoing professional learning in
providing feedback and perhaps work with other teachers such as Ms. Fry who
demonstrate these pedagogic skills.
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In the feedback activities involving conferring, students were able to ask each
other the types of questions that Ms. Fry had modeled. Also, by using the Narrative
Assessment Checklist Tool, they were able to practice the use of the modeled questions
for self-monitoring and using a language of writing and revision skills.
Multiple Combinations of Feedback Types as Effective Scaffolding Strategies
from Social Learning Theory
Case study observations revealed the various application of multiple feedback
types in Ms. Fry’s classroom as reflective of key elements of social learning theory. For
example, by her ‘tweaking’ and changes in the types of feedback she provided she was
able to keep her students in the zone of proximal development. Thus, in her own word “I
don’t find much resistance for feedback.” Clearly students were challenged but not
frustrated through the use of these various types of feedback.
Ms. Fry also exemplifies a More Knowledgeable Other (MKO) in several ways.
One, she loves writing and publishes herself and engages in professional learning and
trainings to seek out new ways and new strategies to improve her practice. She also
demonstrates how well she can appropriate new practices and hone her expertise through
reflective practice as noted in her interview when she said, “Which level of feedback will
help this student excel the most?” As the MKO in her classroom, during consultation
feedback activities, she is directly ‘more knowledgeable’ in the expert/consultant role.
Limitations
These case study findings are qualitative and not generalizable to larger or similar
populations. As qualitative case studies they are not intended to be generalizable but
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rather to inform understanding of a specific phenomenon and applicable to similar
situations but not generalizable.
The case study students selected were all part of the military-connected
population at this school. The hope was to be able to say the efforts made by the teacher
to provide scaffolded feedback would help to address the special needs of the militaryconnect student population. However, there was not data to support this finding. In order
to gather such data, the study would have required a more in-depth comparison study
with non-military connected children and also perhaps include conversations with parents
to understand the unique circumstances military-connect families’ experience and how or
if SLC assisted with those issues.
Also, a limitation of the study is that I serve as a school administrator in the case
school that is also military-connected. I made every effort to engage in professional
reflection and maintain a professional researcher posture and to reflect in any ways in
which my position would bias my understanding and interpretation of results.
Implications
Feedback is an intricate communication process embedded in the journey to
mastery. Effective teachers do not simply convey information but they are skilled at
assessing and evaluating how students understand the information so that what teachers
do next helps to scaffold and support current understanding. Teachers and students are
engaged in dialogue to determine quality work and how that relates to the student’s
current performance. The difficult task begins when the teacher attempts to close the
performance gap. When used effectively, teacher feedback is an available and highly
effective strategy for assessing, evaluating and scaffolding children’s learning. The
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teacher leverages the student’s zone of proximal development to maximize growth. The
signs of a student growing in skills are evidenced by revisions. The teacher feedback
drives student revisions. During the feedback loop, the teacher and the student
collaborate, consult, and confer to shift and make revisions that lead the student closer to
mastery. The student is given a voice in this process that encourages ownership of
learning. The innovative strategy of Student-Led Conferencing (SLC) showcases that
learning from the student’s perspective.
This research with 2nd grade students preparing writing products for Student-Led
Conferencing provided important insights into what is actually happening in a primary
classroom regarding students making improvements to their work and showcasing their
process of learning to their families through Student-Led Conferencing. This process is
ongoing and difficult to provide students of this age feedback and to understand that
students' work will be quite basic. However, this study demonstrates they are capable and
how important it is for the teacher to deploy these multiple levels of feedback and engage
in the feedback activities described in this case.
The SLC process allows students to take ownership of their learning. Unlike a
traditional teacher/parent conference, the SLC allows the student to lead the conversation
and convey academic progress. This is no small challenge for a 2nd grader. If
implemented effectively, the SLC informs the parent of their child’s authentic skill set
and lays a path for achieving higher levels. The parent is aware of the steps involved in
reaching mastery and the real work their child accomplishes daily. Implementing the SLC
process enables the student to be an active learner who understands that effort,
determination, and commitment are important to their academic success. Ideally, they can
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set and reset goals, push harder and stretch their learning to levels beyond their initial
expectations.
Areas for Future Research
Teacher Thinking on Decision Making for Feedback with Young Learners
There are several areas focused on teachers’ feedback practices that are suggested
by this study. A more detailed qualitative study focusing on how teachers make decisions
about how effective their feedback is to younger students would assist in providing more
strategic professional learning on how to best deploy feedback for young learners, in
particular, for verbal feedback. Professional development could also include teachers
demonstrating the levels of feedback implemented with actual student work samples as
well as having teachers observe a model (master teacher). It would be useful to know if
feedback responses differ between elementary, middle, and high school aged students in
preparing for SLC work. Another topic for research could examine feedback responses
from multiple content areas to determine if there are significant differences of impact
related to specific content areas.
Quantitative data might also be collected through the use of teacher and student
surveys to determine the amount of time spent in daily writing and conferencing.
Surveys could provide insight regarding the understanding of the types of feedback that
are most instrumental in developing proficient writers and the process of preparing for
Student-Led Conferencing.
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Raising Additional Questions
Many questions remain regarding how students who are this young can be
supported as well as how they understand the kinds of academic skill feedback the case
teacher in this study was provided. More information is needed on how students respond
long term to the kind of structured feedback and writing cycles observed in this study.
For example, how would students respond after a year of strategic feedback and
preparation for SLCs and what might be evidence for students’ own monitoring of their
writing skills.
Hattie and Timperley (2007) state the single most important impact on student
achievement is the teacher and the single most powerful strategy teachers can use to
increase student achievement is the use of effective teacher feedback. This study explored
the use of multiple types of feedback deployed with 2nd grade students and showed that
they were responsive to structured and consistent application of feedback to improve their
written stories. It suggests that it is possible, and potentially very important, to attempt to
model varying kinds of feedback with students early on in their classroom experience to
lay a foundation for development of self-monitoring and self-improvement skills.
I maintain my concern about addressing the serious issues that some militaryconnected students can experience in a school that has a high military connected, mobile
population. Future studies of students in schools that implement SLC should consider the
student enrollment date in order to ensure that the military-connected student has
adequate time to prepare and lead an SLC.
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Conclusion
This instrumental case study was designed “to gain insight and understanding of a
particular situation or phenomenon of a 2nd grade writing specialist providing feedback
on writing skills to a group of 2nd graders preparing their writing products for
presentation at Student Led Conferencing at a Parent Conference night. The case school
was situated in a rural district adjacent to a large military installation in a southeastern
state. Thus, many students were military connected. Although the case did not provide
data for insights on various feedback strategies supported the issues faced by some
students in that demographic it did provide insights on the value of deploying multiple
and combined types of feedback for these young students as well as described several
types of activities that enabled the students to use the feedback to 1) improve their
writing skills, 2) engage with their teacher and other students in activities that map to
elements of the development of self-regulation and 3) that can suggest ways in which
teachers can master the use of feedback with students to improve their writing. This study
adds to the robust literature on the value of feedback but also describes some additional
ways for teachers to think about how to better implement the various kinds of feedback
defined in the literature into actual classroom practice.
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Appendix A

Professional Learning through PLCs
A 6-Week Cycle
Week
Week 1
The Standards
Essential
Questions
Pre-Assessment
Creating SMART
Goals
(Plan)

Description
Utilize CASL’s 3 Formative Assessment questions to guide
process:
• Where am I going?
- Commit to Standards, Learning Targets, Pacing Guides,
Guided Questions
- Math selected SMPs (Standards for Mathematical
Practice)
• Where am I now?
- Identify underpinnings needed for KAS mastery
needed for HII Specific Proficiencies
- Develop & Administer Pre-Assessment (not on sheet)
Formative Assessment Chapter 3 - HII
• How will I get there?
- Identify resources & strategies needed
- Vocabulary, Learning Map, & Engagement Strategies
Incorporate CASL’s 7 Strategies of Formative Assessment
#3
• Use pre-assessment data to form strategy groups for a
specific learning target or standard
• Form Strategy groups that have similar misconception of
the intended learning
• Incorporate CASL’s 7 Strategies of Formative
Assessment
• Use 5 Characteristics of Effective Feedback to provide
feedback, which include questioning strategies that
promote student learning-Types of Feedback
• Set SMART Goals for misconceptions
• Share planned intervention feedback with colleagues
during PLC, receive suggestions and other insights
• Discussion of RTI

*HII – High Impact Instruction
*KAS – Kentucky Academic Standards
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PGES
1A, 1B, 1E,
1F, 2C, 3B,
3C, 3D, 3E,
4A, 4B

•
•

•
•
•
•

Next Steps
Shift to Backwards Planning Design for
formative and summative assessment and
Learning Map
Pre-plan guiding questions that will deepen
student understanding and reveal
misconceptions during class discussions and
instruction (HII Checklist).
Math – continue to develop understanding of
building lessons structured by Standard of
Math Practices to teach KAS as appropriate
Re-visit Dylan Wiliam 5 Characteristics of
Effective Feedback and continue to deepen staff
understanding of effective feedback
Quality Assessment Checklist (HII)
Classroom Assessment for Student Learning
(CASL book Page 28 #2) incorporate
examples of strong/weak models to ensure
students know what success looks or
doesn’t look like
Use assessment to guide ALL instruction.

Week 2
Professional
Development
(Do)

•
•
•
•
•
•
•
•
•
•
•
Week 3
•
Common & Pre- •
Assessment
(Study)
•
•
•

High Impact Instruction
Learning Maps
Guided Questions
Formative Assessments
Growth Mindset
Engagement Strategies
KAS
Scorecard-Individual & Team
PBIS
Instructional Framework-Big 6
Imbedded PD as needed
Review content area common assessment
Analyze assessment using KAS and provide
meaningful feedback
Review pre-assessment data & student work for
discussion
Discussion of RTI
HII

•
•
•
•

Classroom walk throughs and de-debriefing
Discussion of quality instruction
Discussion of trends in Education
Discussion RTI

Week 5
Discussion of AtRisk Students
Goal Setting with
Students
Team Data
Discussion
(Act)

•
•

Bring in results from Pre- and Post-Assessments
Focus on content that students have or have not
mastered as a whole class
Describe next steps for non-mastery
Disaggregate data
Reflect on impact of formative planning on student
learning both as a whole group & individual
students

*HII – High Impact Instruction
*KAS – Kentucky Academic Standards

1F, 3D

•
•
•
•
•
•
•
•

Week 4
Quality
Instruction
(Do)

•
•
•

1D, 3B, 3D, • Jim Knight
4E
• Eric Jensen
• Carol Dweck
• Dr. Bill Daggett
• John Hattie
• Safe & Civil Schools
• Studer Education
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3A, 3B, 3C, •
3D, 3E, &
4B
•
•

Backwards Planning Design Incorporating
Week 1 & Learning Map
Ensure questions are congruent to the
standard.
Increase questioning rigor
Peer review process
Math – increasing use of SMP’s, scaffolding &
integrating skills across domains
Science – use of next generation standards
Based on Monthly Instructional Focus
Develop and hone skills in HII (guiding
questions, learning maps, specific proficiencies,
effective feedback, and formative assessment)
Move from focusing on a strategy group to
applying practices for all strategy groups
Increase involvement of students through CASL
P. 28 #7 by incorporating self-reflection
activities
Increase involvement of students through CASL
P. 28 #7 by incorporating self-reflection
activities

Bring goal setting /self-reflection
samples/documentation
Week 6
Individual
Subject Data
Disaggregation
(Act)

•

Bring your common assessment, running records,
any evidence (RI/MI/PI/F & P). Make sure the SC
Data Tracking Document has been completed

•
•

Discussion on Novice Reduction students in
each subgroup.
Strategies for moving each identified student.

Where am I going?
1. Provide a clear and understandable vision of the learning target.
2. Use examples and models of strong and weak work.
Where am I now?
3. Offer regular descriptive feedback.
4. Teach students to self-assess and set goals.
How can I close the gap?
5. Design lessons to focus on one learning target or aspect of quality at a time.
6. Teach students focused revision.
7. Engage students in self-reflection, and let them keep track of and share their
learning.
Source: Reprinted from Seven Strategies of Assessment for Learning (p.12), by J. Cappuis, 2009, Upper
Saddle River, NY

*HII – High Impact Instruction
*KAS – Kentucky Academic Standards
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High Impact Instruction Planning Document

Name:______________________________________ Grade: ____________
Content area: ______________________________ Unit: ______________

Guiding questions compel a teacher to create PRECISE, FOCUSED plans for
learning. Good questions are accessible, easy to understand, but complete
illustrations of what will be learned. Utilize the following to create and refine your guiding questions.

Standards

Guiding Questions

Big Ideas
Overarching Concepts that students should understand

Specific Proficiencies
Knowledge (noun)
Need to KNOW

Skills
(verb)
Need to DO

Essential Content Vocabulary:
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Formative
Assessments

Engagement
Strategies

List Specific
Assessments

List Specific Engagement
Strategies

Formative Planning – Pre-Assessment Results
Teacher ___________________________________________ Date________________________________

Unit ____________________

Learning Target/Standard /SMP (math only) being addressed: ________________________________________________________
Matrix of Collecting and Charting Common Assessment Data
Teacher

# Students Took
Assessment

# Students
Distinguished
(90% and Above)

# Students
Proficient (7089%)

# Students
Apprentice (4169%)

# Students Novice
(40% and below)

Names of
Students:

Place an * for each gap group the student represents. Ex. F/R, AA, Hispanic, Native American, IEP, and ELL
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PLC Unit Critical Monitoring Document
Teacher:

Content:

Grade:

Date:

Students’ Strengths
Students’ Misconceptions
Create SMART Goals
Complete Week 1
Which MC questions had LESS than 80% mastery?
Unit Assessment Analysis
Review each of these questions with the group and discuss possible reasons why these
were missed (badly written, skill not mastered, more than one choice, etc.…)

Next Steps for students who did not reach
proficiency on unit assessment.

What are my next steps?

Instructional Strategies/Tools
Engagement Strategies
Complete after pre-assessment (Refer to
sample list in PLC binder)
Complete Week 1

Evidence of Growth (Monitor &
Evaluate)
Complete as collected Week 5/6

Enter post assessment data on Data Tracking Document.
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APPENDIX C
LEVEL OF FEEDBACK: OBSERVATIONAL DATA COLLECTION TOOL
Level of
Feedback

Time:
___________
15 Minute Interval

Time:
____________
15 Minute Interval

(FT) Task

Narrative
Description

(FP) Process

Narrative
Description

(FS)Self

Narrative
Description

(FR)
Regulation
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Time:
____________
15 Minute Interval

Time:
____________
15 Minute Interval

Narrative
Description
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APPENDIX D
Semi-Structured Interview: Classroom SLC Teacher
1. Prior to facilitating SLC preparation, how did you use feedback in the classroom?
a. Specifically, for project work, provide some specific examples
2. After learning about various feedback levels (feedback about the task, feedback about the
process, feedback about self-regulation, feedback about the self), where did your strength
lie?
a. Which level did you to improve upon?
b. Do you have a sense of which level has been most effective for your students’
work?
i. Where did a certain feedback level have the most impact during the SLC
process?
c. Did you feel a need to shift your feedback style once you learned of the various
types?
d. If so, what tweaks or adjustments to our feedback style did you need to make?
e. If tweaks and adjustments occurred, were your students receptive to the shifts in
feedback style?
3. What implications for student-led conferencing does feedback have?
Semi-Structured Interview: Military-Connected Student
1. How many times have you participated in a student-led conference? If you have
participated, talk about your experiences.
a. Does it get easier or more difficult?
b. What did you like most about it?
c. What did you like least about it?
d. How did you pick out what you talked about in your conference?
2. Do you know what feedback from the teacher means? Explain feedback in your own
words.
3. When was feedback from the teacher most helpful and why?
4. Do you prefer written or oral feedback?
5.

Can you give an example of one piece of written feedback that was helpful, an oral
session with your teacher that was helpful?

6. Is there a type of feedback that does not help you?
7. Do you prefer traditional conferencing or the student-led conference format?
a.

Which do you think your parents prefer?
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